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ican society to a code of essential fairness in deciding among compet- 
ing individuals would, in the circumstances of the present shortage, 
have produced bitter and perhaps unanswerable charges of privilege, 
prejudice, and personal caprice if some sort of objective instrument 
had not been available. Whatever their shortcomings, the standard na- 
tional tests now in use at least are free of the personal bias of the 
examiner. 

Educational testing, especially for admission to college, is thus 
something of a scapegoat. Like others of its kind, it has been cast in 
this role by a combination of anxiety, ignorance, misunderstanding, and 
deliberate manipulation. Many intelligent people, including some in 
the educational world itself, do not understand the meaning, the proper 
uses, and the limitations of educational tests. Too frequently, moreover, 
their ignorance has been exploited and their fears excited by popular 
writers who themselves are acting from a lack of knowledge or of 
scruple. 


Even some colleges have encouraged this scapegoating. In any 
responsible admissions procedure test scores are only a single element, 
albeit an indispensable one, in the process of choice. To rely exclusively 
upon them is not only to ignore their inherent limits but also to trans- 
mit to applicants, to their parents, and to guidance counselors in the 
schools a false impression of the degree of validity that competent 
admissions officers attach to test results. Correctly suspecting that the 
tests cannot be expected to measure all the factors that are relevant 
to the admissions choice, many parents and schoolmen understandably, 
if unwisely, attack the tests. Much the same effect is produced when 
colleges, in careless pursuit of the trappings of excellence, advertise the 
rising average scores of successive entering classes on college entrance 
examinations. The layman too easily forgets that averages say nothing 
about the full range of scores and he wisely resents pressure to accept 
the implication that test scores can answer all the questions he is war- 
ranted in asking. 

Scapegoating, however, at least in the long run, solves no prob- 
lems. It merely obscures them, and this is the enemy of appropriate 
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actions and realistic solutions. Gene Hawes is therefore contributing 
to the cause of understanding and responsible discussion by his careful 


examination of the forms, the proper uses, and the necessary limitations 
of educational testing. 


It is peculiarly appropriate that this task should be undertaken by 
a Columbia graduate, for in a very real sense educational testing in 
general and the College Entrance Examination Board and related or- 
ganizations in particular were initiated and developed under Columbia 
leadership. It was Nicholas Murray Butler, professor of education, 
President of Teachers College, and soon to be President of Columbia 
University, who in 1899 persuaded the Middle States Association of 
Colleges and Secondary Schools to establish what developed into the 
College Board. Butler was the first of a succession of Columbia men 
to serve over the years as chief administrative officer of the Board 
and he retained an interest in its affairs throughout his Presidency of 
the University. 

Columbia was probably the first college in the country to require 
an objective test for admission. In 1918-19, following the creation of 
tests of general mental abilities for use by the Army in World War I, 
the College introduced such a requirement. Devised by Professor 
Edward L. Thorndike of Teachers College, the test anticipated by 
several years the College Board’s independent development of the now 
familiar Scholastic Aptitude Test, which did not replace the Thorndike 
test in the College until the late 1930's. 

Under the leadership of Herbert E. Hawkes, Dean of Columbia 
College from 1918 to 1943, and Ben D. Wood, Professor of Collegiate 
Educational Research, the College took a step that foreshadowed the 
Advanced Placement Program of the College Board. In 1929 it intro- 
duced an “achievement test” procedure, by which a student who felt 
qualified to do more advanced work could, by test, “achieve” a course 
required for the degree. Columbia has maintained this “achievement” 
procedure ever since, and of course has participated in the Advanced 
Placement Program of more recent date. Under the leadership of 
Hawkes, who helped to organize the Educational Records Bureau and 
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participated actively in the Cooperative Test Service of the Educa- 
tional Testing Service, Wood also developed the tests that were to be- 
come the subject-matter Achievement Tests of the College Board. He 
pioncered, in addition, the tests that today form the basis for the 
Graduate Record Examinations. 

It may help to put the current controversies over educational test- 
ing in perspective to note that Columbia did not introduce objective 
tests for admission in order to deal more efficiently with masses of ap- 
plicants. Rather, in a day when many colleges gauged their quality in 
part by their high rate of failures, Dean Hawkes sought to avoid the 
waste and frustration that subjective procedures involved. He wanted, 
as he wrote in his 1919 report to President Butler, “a more transparent 
medium through which the mind of the boy can be observed.” 

Mr. Hawes might well have received the inspiration for his in- 
formative book from the words Hawkes’s biographer chose to de- 
scribe his views: “While . . . on his guard against accepting any purely 
quantitative measurement of the individual student’s ability, he be- 
came convinced that objective tests when rightly constructed, properly 
administered, and correctly evaluated could be and were of very great 
help to educators.” As Mr. Hawes effectively indicates, properly 
understood they can also be of very great help to parents. 


David B. Truman 
Dean of Columbia College 


Morningside Heights 
New York City 


“As William James warned, psychology can establish general expecta- 
tions, but cannot hope to give biographies in advance.”—Lee J. Cronbach 


“Tf a thing exists, it exists in some amount. . . . If it exists in some 
amount, it can be measured.”—Edward L. Thorndike 


“If you are to live significant lives in the modern world you must learn 
science; you must learn of its intellectual constructs, of its successes, of 
its power. You must also learn of its limitations. . . . But you must do 


more than this; you cannot expect science to do your thinking for you, 


to make your decisions for you, to make your life for you.”—Polykarp 
Kusch 


“Wisdom begins with the ability to make valid distinctions.”—Norman 
Cousins 


Chapter 1 


How Testing 
Shapes the Lives 
of Your Children 


We parents have three strikes against us in trying to be realistic about 
our children. No wonder we find it hard! 

In the first place, we boss and bluff and cajole our kids from their 
earliest days in changing them from helpless savages into more or less 
civilized beings. After we've seen them master such miracles as language 
and two-legged locomotion under our tutelage, it’s only natural for us 
to feel that they can become anything—anything we want them to be- 
come, particularly if we keep after them about it long enough. 

Second, within us burns a fierce parental pride of the elemental 
kind that sets the fox raging at the wolf that threatens his young. The 
very quickest way to start a fight with someone is to insult his children. 
This fiery pride works to blind us to things about our children that 
counter our fondest hopes for them. 

As if these were not enough, we live in a society which almost 
worships individuals who have the most of any desired personal qual- 
ity—the fastest, strongest, richest, loveliest, smartest—and which often 
runs official competitions to pick them out. The Miss America contest, 
the world’s heavyweight boxing championship, the Little League World 
Series and even the spelling bee are all American inventions. We strain 
“to make something of ourselves” because others expect it. The varie- 
gated though unambitious common man commands far less attention 
than the successful racketeer, and the spectacle of failure, for whatever 
Cause, gives us the shudders. Too often we scorn our children when 
they fail at something we'd like them to do. 
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For all these reasons, one of the most difficult arts demanded of 
parents is to see children as they really are, and to love and help them 
with a whole heart all the same. Even when doing this may be hard, it is 
the only way that anyone can be a good parent. And it is certainly the 
only way to be a happy parent. Surely you remember households poi- 
soned by useless conflicts over what a son or a daughter should be like. 

Into this whole explosively delicate area of how you feel and act 
toward your children, a strange new force now intrudes: objective, 
standardized testing, which has grown so large that it affects most 
American families even though they may not know it. 

Many do know it, only too well. Families have sold their homes 
and moved to other towns with special schools on discovering that their 
child has a high IQ. Other families have bitterly resented a child’s place- 
ment, in part on the basis of tests, in classes for slower pupils. Some 
families have been alarmed to learn that their eldest child was two years 
below grade level in, say, reading or arithmetic, according to tests. 


And many families suffer acute suspense as their children approach 
college entrance tests. 


Testing has revolutionary effects on the lives of us all because, on 
a massive scale, it reveals certain kinds of rough truths about American 
children. Often, these truths could not be discovered in any other way. 
Testing is still a young and crude science in what it can determine, but: 
it is undeniably a science. Anyone who takes the trouble can verify 
many of its findings, just as objectively as with physics. And among all 
the sciences and arts which deal with human behavior, it stands almost 
alone in the rigor with which it specifies what its findings mean and do 
not mean. 

For American families, however, testing poses two serious prob- 
lems. First, not all varieties of testing reveal the truth about our chil- 
dren, or anybody’s children. Some kinds of testing are experimental, 
and their results may well be totally misleading. Second, the kind of 
truth that testing reveals can be easily and badly nisderstogd: Some 
meanings popularly attached to IQs, for instance, have no basis whatever. 


Over the years, the American public has been seriously misin- 
formed about standardized testing—almost as much by its over-zealous 
exponents as by its critics. Critics hawking sensational half-truths about 
it have grown especially numerous in recent years, as testing has spread 
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rapidly in schooling, college admission and hiring. 

Yet because testing does reveal some fundamental scientific truths 
about your children, and about human nature everywhere, you should 
understand the primary facts about it: what it is, how and why it is 
used, what it can and cannot prove. This book attempts to explain the 
crucial, basic facts about testing, all together and in plain English. 
Knowing these facts, you should be able to insure that testing helps 
rather than harms your children. 

Tests will play special roles in shaping the lives of your children, 
you may be virtually certain. In one recent year, three-fourths of all 
high school boys and girls took standardized tests given by their schools, 
according to a United States Office of Education survey. No one has 
yet similarly surveyed the elementary schools, but one knowledgeable 
authority estimates that from one-half to two-thirds of all elementary 
school pupils take tests of some kind every year. 

Many states test all pupils in certain grades annually—among them 
Texas, California, New York, Iowa, Florida, Minnesota and Virginia. 
Moreover, almost all big-city and suburban school systems give tests 
to every pupil at two- or three-year intervals. ; i 

Thirty million or more boys and girls take tests in American schools 
every year, with your own children very probably among them. Their 
annual total dwarfs the number of people, perhaps ten million, tested 
each year for jobs in business and industry, civil service posts, profes- 
sional certification and armed forces assignments. Some 143 million test 
booklets and answer sheets were sold in 1962, according to the Ameri- 
can Textbook Publishers Institute—a total several times the total number 
of persons tested, because people are most often given a combination of 
several tests at a time. . ? 

Tests bear on pivotal points in children’s lives precisely because 
they are pivotal. The decisions to be made at these points are too im- 
portant to be reached without test evidence, most educators believe 
today. For example, a recent joint report by three national organiza- 
tions of principals and superintendents declared that “to teach without 
testing is unthinkable”—even though the report was highly critical of 
certain aspects of testing, which we'll later examine. 


The pivotal points at which tests are most likely to shape the direc- 
tion of your own child’s life are as follows: 
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r grades your child’s intelligence is likely to 


1 c Q test—and the test might well be the “Otis 
Quick-Scoring Mental hich five sample ques- 
- These questions are from the series’ “Alpha” 


first grade into fourth. 


who is jumping.” “Ne: 


te s 
‘Next mark the thing a man wears on his 
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foot.” “Next mark the thing that grows in the ground.” “Next mark 
the thing we use in sawing a board.” : 

Later questions of this kind become more complicated, as their 
spoken directions suggest: “Next mark the set of four little drawings 
in which the circle is second.” “Next mark the one of the two middle 
drawings in which three lines cross at one point.” (From Otis Quick- 
Scoring Mental Ability Tests: New Edition, Alpha Test: Short-Form 
A-s, © 1936, 1952, and accompanying Manual of Directions, © 1936, 
1938, 1939, 1954 by Harcourt, Brace & World, Inc., New York. Repro- 
duced by permission.) 


1. At some time in the first three years of school, your child will 
Probably take an IQ test, or a similar test of general mental abilities, 
to give the school an independent estimate of his or her potential 
abilities to learn school subjects. Most schools today keep IQ ratings of 
your child strictly secret—from you, your youngster and all other par- 
ents and pupils. But the IQ tends to determine how teachers mark and 
handle your child all through schooling. The more hard-pressed the 
school through under-staffing (and, basically, under-financing) the 
More likely it is that an early IQ will be acted upon as absolute final 
truth. IQ tests are repeated every few years in many schools for fresh 
estimates and possibly more accurate ones than were obtained earlier. 
Successive IQs for a child can vary considerably, as we shall see. 

2, Starting in the third or fourth grade, your child will also prob- 
ably take standardized achievement tests that give independent esti- 
mates of how far he or she has advanced in basic school subjects. These 
will be repeated every two or three years, or even every year. How 
well or poorly your child does on these tests can irresistibly affect the 
marks he brings home on his report card. Achievement test scores will 
also often be used in placing the child in classes for fast or slow-moving 
Pupils which can eventually see the youngster prepared for widely dif- 
fering future prospects by the end of school years. $ 

3. Because different high school programs lead to markedly differ- 
ent career areas, your child will probably be given an occupational 
interest inventory—often wrongly viewed as a “test”—in junior or senior 
high. As with other psychological devices, such standardized question- 
naires can be used for benefit or harm. Your child will be shown a plot 
of his pattern of interests, or the careers they indicate he or she would 

© happy in, and will then talk career planning over with a counselor. 
In the process, your child can take steps of far-reaching consequence. 
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IOWA TESTS OF BASIC SKILLS 


Every two or three years from the third or fourth grade on, your 
child will very probably take standardized achievement tests 3 
school. His scores and standings on the tests will indicate how we 


he is learning compared with other children—in his class, in his 
school and in schools all over the 


country. For example, this “profile 
chart” shows how a fifth-grade boy, Larry Hill, stands on the widely 
used Iowa Tests of Basic Skills 


by a national “percentile rank.” As 
the chart shows, Larry stands at the 67th “percentile” on the battery's 


vocabulary test—which means that his vocabulary test score placed 
him ahead of 67 


per cent of the fifth-graders in the nation-wide 
sample of children with whom the test was standardized (by having 
them take the test so that how those children did on it could be 
used as the measuring standard for other children), Larry’s national 
percentile ranks on the other ITBS tests are: reading, 79th; language 
(which tests skill at spelling, punctuation and capitalization), 15th; 
work-study skills, 70th; arithmetic, 10th: and total, or composite, 52nd. 
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The charted numbers show that, though Larry has about an average 
overall standing, he is well above average in vocabulary, reading 
and work-study skills, but needs to work hardest to improve his 
capabilities in language and arithmetic skills. Larry’s chart is taken 
from a folder, “How Are Your Skills?,” which your child might 
read and fill out with his own profile of ITBS scores if his school 
gives him the ITBS. (Reproduced by permission of Houghton Mifflin 
Company, Boston, and the State University of Iowa.) 


4. For college admission, your child will very probably have to 
take standardized tests required by colleges to which the boy or girl 
would like to go. Colleges attended by 1 more than four-fifths of all 
students. now have their “applicants take tests. Test scores would form 
part of the evidence by which your child is advised and judged, and 
the role that scores play in admission or rejection will be more impor- 
tant the more they seem to contradict his or her record in school. If 
your child is also trying for a college scholarship, which can be worth 
up to $10,000 or more, test scores may serve an even more decisive 
function. 

5. If your child is enrolled in one of a small number of school 
sy stems scattered throughout the country, he or she may be given a 

“problems check list” that resembles a standardized test to determine 
possible difficulties in personal adjustment. Further personality “tests” 
and counseling might follow. 


Tests have not generally been recognized as one wide arbiter of 
destinies in American education because they function in the back- 
ground. Teachers, counselors and principals properly consider your 
child’s test scores with all the other things they know about the boy 
or girl. In talking to you and other parents, they often discuss judg- 
ments they’ve made at least in part on the basis of tests without refer- 
ring to tests. One understandable reason for this is that the testing 
terminology they use would be unfamiliar to you and difficult to 
explain. But because test evidence is technical evidence, as well as being 
expressed in perhaps too easily applied numbers, it tends to be given 
considerable weight in judging basic qualities of children like your own. 

Testing has “functioned so much in the background of American 
education that even educators rarely know one striking fundamental 
fact about it. That fact is: Only some twenty-five tests or series of tests 
account for three-fourths or more of all testing in American education. 
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The tests that shape the life of your child are therefore likely to be 
among these twenty-five tests which are used on a relatively gigantic 
scale—even though more than 1,000 published tests are now available. 
These twenty-five include the several tests or test series that will prob- 
ably be involved in setting the level and direction of your child’s whole 
education; in his first serious choices of possible careers; in deciding 
whether or not your child gets into college, and into which college; 
and in deciding whether or not he might win a college scholarship. 

So that you might dispel the mystery in which most of America’s 
giant test series have been shrouded, they are identified and described 
on the following pages. The main purposes for which these tests would 


be used in shaping the lives of your children are given in the section 
headings for each type of test. 


America’s Twenty-Five Giant Test Series 


Each of the tests and test series described and illustrated with 
sample questions here is one that is taken by a half-million or more 
children annually; some are taken by as many as 8 to 10 million a year. 
The total number of young people taking each series a year comes to 
far more than 60 million—more than the country’s entire educational 
enrollment (51 million in 1963) because pupils often take tests from 
two or more of the series in a single testing or a single year. All to- 
gether, these giant series account for most of the testing done in 
America. 

Sample questions to show you concretely what these tests are like 
are included with the descriptions. When your child actually takes one 
of these test series, you might want to re-read the description and illus- 
trative questions to refresh your memory of what the test measures. 
An invaluable and fascinating source from which you can get further 
information about these tests, and about practically any tests your child 
may be given, is the Mental Measurements Y. earbook series created and 
edited by Oscar Krisen Buros. Mr, Buros, professor of education at 
Rutgers, the State University of New Jersey, commissions and pub- 
lishes authoritative reviews of tests in his massive MMY volumes. 
Though the reviews in this “consumers? report” for the testing field. do 
go into technicalities, the gist of their judgments can be understood by 
any teacher or parent. Ask for the book in your local public or school 
library; in view of the very wide extent of testing, it belongs on the 
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reference shelves of the library in every community in the land. The 
volumes appear under Professor Buros’s imprint of The Gryphon Press 
in Highland Park, New Jersey; the Fifth MMY was issued in 1959, and 
a Sixth, enlarged to some 1,500 pages, is due to appear early in 1965. 

It would have been impossible to identify, describe and illustrate 
America’s twenty-five giant test series without the generous co-opera- 
tion of the publishers of these tests in supplying source information. 
The test questions given for each series here, though approved by its 
publisher, can serve only for purposes of illustration. Your child could 
not significantly increase the score he or she would otherwise earn on 
one of these tests by memorizing or practicing the sample questions 
given for it. 

Rather than have your child try to “beat the test” in this or some 
other way, it is far more important for you to obtain and understand 
the scores he earns on major tests which he takes. The Appendix (p. 
272) explains why it could be very important for you to know the 


scores, and how you might find out what they are. 


Tips for Taking the Giant Series—Or Any Tests 

About the only important and special 
remember in working tests in these giant series—or any standardized 
tests, for that matter—is that they give him many more questions that 
are very easy and many more that are very hard than do the usual 
classroom examinations. They do, essentially, because they are made to 


Measure abilities far wider in range than those tested by teachers with 


the exams they make. In fact, a standardized test on which your child 


got all the answers right would have failed to measure his abilities, for 
it would not have indicated their maximum extent. Your child should, 
therefore, not feel at all upset if he meets quite a few questions he can- 
if he is average in ability, for example, 
he should be able to answer only half or fewer of the questions. The 
other kinds of advice often given for taking standardized tests apply 
equally well to classroom exams: answer all the casy questions first; 
plan about how much time to spend on each question in advance; read 
and follow the directions and questions very exactly; be alert for short- 
Cuts in logical and mathematical questions; make carefully reasoned 
guesses if you are not entirely sure of the right answer, and check over 


thing for your child to 


not answer on one of these tests; 
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the answers in any time which remains. On most of these tests, inci- 
dentally, your child will have all the time he needs to answer the 
questions he can by attentive and steady work; the time limits for most 


good modern tests are set to make them tests of “power” rather than 
of “speed.” 


Tests That Estimate Your Child’s IQ or Learning Abilities 


Perhaps most mystery has surrounded the kind of standardized 
tests used to help gauge your child’s general ability to think and to 
learn. These are the ones that have traditionally been called “intelli- 
gence tests’”—the ones on which your child would make an IQ score. 
For many years IQs were withheld from parents because the parents 
so often based excited and mistaken conclusions on their children’s IQs. 
(How you could nevertheless today leain what your child’s IQ scores 
are is explained in the next chapter.) At the same time, newer tests 
which do not yield IQ scores but which serve much the same purposes 
in schools as the older IQ tests have been introduced. These newer tests 
use scores that indicate a pupil’s standing in scholastic abilities or spe- 
cific aptitudes instead of Intelligence Quotient. Current controversy 
about whether tests really measure intelligence or not will be explored 
in the next chapter. Despite the controversy, schools use IQ tests and 
ones similar to them in content to measure the present and future scho- 
lastic capacities of many millions of children. Here are the nine giant 
test series that they use primarily for this purpose: 


1. The “Otis IQ.” More millions of American school children have 
taken the Otis than any other IQ test series. Versions of it have been 
used in the schools since 1920, longer than any other paper-and-pencil 
1Q test still very widely used today. The full name of the most popular 
current revision of it is the Otis Quick-Scoring Mental Ability Tests, 
a series taken by several million children a year. 

On the Otis Quick-Scoring, your child would earn a single IQ 
score reflecting what experts generally consider as “verbal intelligence” 
—his ability to understand and analyze word meanings, very largely, 
and some numerical and pictorial problems. Your child would take one 
of three “levels” in which the Otis Quick-Scoring is published. He 
would work the “Alpha” level test booklet in grades 1-4, the “Beta” 
test booklet in grades 4-9 or the “Gamma” booklet in grades 9 through 


HOW TESTING SHAPES THE LIVES OF YOUR CHILDREN / 11 


high school and above. The working time on Beta or Gamma would be 
thirty minutes. Your child would have twenty-five minutes to do the 
Alpha Short-Form, which consists entirely of pictures and designs, 
and for which all directions are spoken aloud by the person giving it. 

The Otis is published by Harcourt, Brace & World, Inc., a large 
publishing firm in New York City, one of the biggest of the “Big Six” 
in testing—the six publishers or test agencies that issue almost all of the 
country’s twenty-five giant test series. The number of elementary and 
high school pupils taking Harcourt, Brace & World tests each year is 
larger than the number of people taking the tests of any other one 
organization. 

In his upper elementary or junior high years, your child might 
meet questions like these on the Otis Quick-Scoring Beta. As on most 


standardized tests—though not all, as we shall see—your child would be 


asked to select the right or best answer from among the several possible 
Otis Beta questions might be: 


Ones given below the question. Typical 


The red candy is sweeter than the green candy but not so sweet as the blue 


candy. Therefore, the blue candy is (?) the green candy. 


3. cannot say which 4. sweeter than 


1. not so sweetas 2. just as sweet as 
(Ans.: 4) 


Which of the five things below is most like a roof, a porch, and a window? 


leatable 2.achair 3.abed 4.adoor 5.a stove (Ans.: 4) 
One number is wrong in the following series. What should that num- 
ber be? 


1728374857687 8 


2. The “Pintner 1Q.” Another IQ test series issued by Harcourt, 
Brace & World and taken by about a million children a year is the 
Pintner General Ability Tests: Verbal Series. The Pintner covers all 
grades through high school in tests on four levels—primary, elementary, 
intermediate and advanced. Its all-pictorial primary test is one of the 
earliest of its kind, having been introduced in its original form in 1923. 


(Ans: 7) 


The “Elementary Test” in the Pintner series is for children in 
grades ranging from the middle of the second to the middle of the 
fourth. Questions your child could meet on it in, say, third grade 
might be like those shown below. Children take the Pintner Elementary 
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of the Verbal Series in two parts—“picture content” and “reading con- 
tent.” A sequence of typical picture-content questions appears Say 
then another of typical reading-content questions. Practice on sample 
questions of each type would, of course, come before work on ques- 


tions that are scored. 


poken directions for the “vocabulary” questions 


“For the A row, mark (with an X in the box under 
the right picture) the picture in that row which means bread; for the 
B row, mark the picture which means pen.” 


‘HORE One 
POE DAAE 


The spoken directions for the “n 
would be, “Study each group of boxe 


The teacher’s s 
above would be, 


umber sequence” questions above 
s at the left and decide how many 
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dots the next box should have. Then find a box with that number of 
dots at the right, and mark it.” 


Directions for these “analogies” questions would be, “For row A, 
I am going to say two words that belong together some way. They 
are, ‘foot-leg.’ Now look at the first picture in the row. Find the other 
Picture in the row that goes with the first picture the same way that 
foot goes with Jeg. For row B, the corresponding two words are, 
‘house-man, ” (The answers are: for A, the arm; for B, the cow.) 


Directions for this “opposites”, question would be, “I am going to 
say a word, and you are to mark the picture that means just the oppo- 
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site. Find a picture that means the opposite of ‘under. ” (The answer is 
the boy climbing over the fence.) 


A. big— small large rig 
B. puppy— happy cat dog 


For the “vocabulary” questions above in the reading-content part 
of the test, children are asked, “In each line pick out the word which 
means the same as the first word.” (The right word in each row is to 
be marked with an X in the circle provided under the word.) 


A. 7 8 9 10 1l- 144 6 12 I1 
B.0 0112 2 3- 42 a2 3 


The directions for the “number sequence” questions above would 
be, “Decide how the numbers in each row have been arranged and what 


number should come next. Then find that number with a circle under 
it, and mark it.” 


A. hat: head — shoe: foot 


socks boots 
B. winter: summer — cold: i 


warm frost ice 


For the “analogies” questions above, the directions would be, 
“Look at the first two words and decide how the second word goes 


with the first. Then find a word that goes with the third word in the 
same way.” 


A. black— dark light white night 
B. down— below high top up 


For these “opposites” reading-content questions above, children 
would be asked, for each line, to mark the word that means the opposite 
of the first word. 

A. child— 


teacher dress head toys 
B. pail- 


iron water milk bottom 


The directions for these “logical selection” questions above would 


be, for each line, to mark the one word that tells what the first word 
always has. 


A. A nickel and a dime— 10 cents 25 cents 15 cents 


B. If you have 5 cents and get 3 more cents, then you will have— 


8 cents 10cents 7 cents 
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Directions for these “arithmetic reasoning” questions above would 
be to work out each problem, and if your answer is correct, you will 
find it among the three possible answers given. Put a cross in the box 
below the right answer. 

_ These examples illustrate most of the types of questions on the 
Pintner Elementary, but do not suggest the test’s more difficult ques- 
tions very well. (The ten questions above are reproduced by permission 
of Harcourt, Brace & W orld, Inc., from the Pintner-Durost Elementary 
Test, © 1940—the first four questions above from its Scale 1, Form A, 
Picture Content, and the last six from its Scale 2, Form A, Reading 
Content.) 

3. The “California Mental Maturity.” Schools in the western states 
make especially wide use of the California Test of Mental Maturity, 
which is taken by more than five million pupils a year throughout the 
US. in its regular and “short form” editions. One of the longest paper- 
and-pencil IQ tests published, the regular CTMM has a time limit of 
ninety-two minutes on its higher levels. Your child would earn lan- 
Suage IQ, non-language IQ and total IQ scores on it, and could take 
One of its six levels at any age from kindergarten into his adult years. 
Originally developed in ‘the Los Angeles public schools in the mid- 
1920s, the CTMM was the first work issued by the California Test 

ureau. “Cal Test,” one of testing’s “Big Six,” is a company headquar- 
tered in Monterey that concentrates almost exclusively on educational 
test publishing. . . 

z Typical questions your child might meet on Level 2 of the Califor- 
nia Short-Form Test of Mental Maturity, which is for pupils in grades 
4 through 6, would be like these. The instructions for questions of the 
kind below read, “In each row there is one picture that shows some- 
thing which is the opposite of the first picture. Find it, and mark its 
number,” 
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For questions of the type below, the directions say that “the first 
three pictures in each row are of things which are alike in some way. 
Decide how they are alike and then find the picture to the right of the 
dotted line that is most like them, and mark its number.” 


The directions for questions like the one below point out that the 
first picture in each row is related to the second. “The third picture 
goes with one of the four pictures to the right of the second dotted line 
in the same way,” the directions continue. “Find the related picture, 
and mark its number.” 


A section of numerical problems on the test asks the pupils simply 

igs i : 

to “work these problems. Use scratch paper, if necessary. Mark the 
letter of each correct answer.” One of the problems might be: 


What number, if multiplied by 4, is equal to 3 times 8? 
a4 b8 c6 d. 24 


For a series of questions that have the same form as the one below, 
the directions would be to “mark the number of the word that means 
the same or about the same as the first word.” 


blossom l.tree 2.vine 3. flower 4. garden 


In other Level 2 questions on the Short-Form, your child might be 
asked a question like finding in a list the combination of 5 coins that 
would make 33 cents, and be asked a number of factual questions about 
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a story that had been read aloud a half hour earlier by the teacher. (The 
first, second, third and fifth questions given above are reproduced by 
permission of California Test Bureau from the California Short-Form 
Test of Mental Maturity, 1963 S-Form, Level 2.) 

The California Test of Mental Maturity series and its companion 
Short-Form version were revised and re-standardized in 1963. In the 
process, the Short-Form series was “scaled” to the Stanford-Binet Intel- 
ligence Scale (a famous test discussed in the next chapter), and the 
California Achievement Tests (discussed later in this chapter) of the 
same publisher were re-standardized with the Mental Maturity series. 

4. The “Lorge-Thorndike 1Q.” The Lorge-Thorndike Intelligence 
Tests, published in 1954, represent the newest of the large IQ test series. 
Despite its relatively recent introduction, the series is taken by more 
than a million pupils a year. If your child took either Level 1 in kinder- 
garten or first grade, or Level 2 in second or third grade, he would 

je tests without any time limits. In any grade from 4 through 

rool, he would probably take it in two school periods, for its 
“verbal” parts have a thirty-four-minute time limit and its “nonverbal” 
ones a twenty-seven-minute limit. 

The series was revised (and “‘re-standardized’’) in 1964. The revised 
“multilevel” edition is one designed to fit the test level more closely to 
gradations in pupil ability than the original edition, and has somewhat 
different time limits and other features. 

Your child would meet four types of questions in the verbal parts 
of the test if he were taking Level 3 of the Lorge-Thorndike in, say, 
fifth grade. A question of the “sentence completion” type might read: 


Choose the word that will make the best, the truest, and the most sensible 
sentence. 
There’s no man so but something good may be found in him. 


A. likable B. honest C. upright D. wicked E. handsome  (Ans.: D) 
A Lorge-Thorndike question of the “verbal classification” type 
might propound: 


Think in what ways the words in dark type go together. Then find the 
word on the line below that belongs with them. 


carrot onion potato 
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A. stew B. cook C. root D. pea E. vegetable (Ans.: D) 


In a sequence of “arithmetic reasoning” questions, your child could 
be asked: 


A man has to travel 900 miles by airplane. If his plane flies at 220 miles an 
hour, how many miles does he have left to go after flying 2⁄2 hours? 


A. 450 mi. B. 550 mi. C. 300 mi. D.50 mi. E. none of these 
(Ans.: E) 


And a “vocabulary” question on the Lorge-Thorndike Level 3 
might look like this: 


Choose the word which has the same meaning, or most nearly the same 
meaning, as the word in dark type at the beginning of the line. 


junket A. ship B. coat C. jargon D. ticket E. trip 
(Ans.: E) 


Look at sample question O. The first three drawings in the row are alike in a 


certain way. Find the drawing at the right that goes with the first three. 
mA vs 


ZOA JOQOD 


The first three drawings are alike in that each has four sides and no lines inside it, 
The drawing at the right that goes with them is at D. It hos four sides and no lines 
inside it. Make a heavy black pencil mark in the D answer space for question 0. 


Now look at question 00. Find the drawing at the right that goes with the first 
three. 


"AAA YVAAA Amn 


The first three drawings are alike in that they have three sides and are getting 
wider. At the right, the only one that is still wider is at H. Make a heavy black 
pencil mark in the H answer space for question 00. 


Do the others below and on the nezt two pages in the same way. Try every row. 


Two sample questions from the “nonverbal” part of the Lorge- 
Thorndike Intelligence Tests, a relatively new IQ test series taken 
by more than a million children a year. These questions are of the 
“pictorial analogy” type. Nonverbal questions and scores on IQ tests 
are used mainly to get some indication of 


learning ability of children whose vocabula 
underdeveloped. (Re 


Company, Boston.) 


the true intelligence or 
ry and reading skill are 
produced by permission of Houghton Mifflin 
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In car p P P 
the nonverbal parts of the Lorge-Thorndike, your child would 


work thr oe: F s : 5 z 

ay a types of questions: “pictorial clas fication,” “pictorial anal- 
a Mi ore = z say . : . . . 

gy” and “numerical relationship.” A pictorial classification question 


might pres dki : à 
ght present vour child with three geometrical figures related in cer- 


tain way i s > 
ys he could discover by analysis and comparison, and would ask 
hat goes with the first 


v markii. several other figures the one t : i 
af phn te is) artahiEy question, he could be given two pictures 
disent oik inig, such as a garage and a car. He would then also be 

a picture of a third thing, like an envelope, and asked to pick 


fror 5 
m sever: 3 . : . 

everal following pictures the thing that goes with the envelope 
age. In this case, he 


a pe way that the car goes with the gar 

I nOn course; pick the letter from among the several choices shown. 

dike a a sino poe relationship type of question on the Lorge-Thorn- 
nonverbal, your child might be asked: 


Th å ‘ n 
e numbers at the left are in a certain order. Find the number at the 


right that should come next.” 
1 
3 2 4 3-3 A.2 B.3 C4 D.5 E6 


(Axs.: D) 


10 a ‘inl would carn a separate verbal IQ, a separate nonverbal 
T composite 1Q score after taking both parts of one level of the 
Produce ipo ( The directions for the five questions above are re- 
Lorge-T by permission of Houghton Mifflin Company from The 
horndike Intelligence Tests, Level 3, Form A, © 1954.) 


ia large and long-established Boston book publisher, the Houghton 
in Company, issues the Lorge-Thorndike. Another of testing’s 
d IQ testing to the public at 


Yee 
Me ect Houghton Mifin introduce Stee el 
ligence a by publishing the first ny eon kone hee 
mead a r dae eam erh a a most answers 
are spoken ri 2y a Gies pe 1o opis a d i i ree : 
tive a pie rather than written, is still regarded as the most authorita 
all intelligence tests by many experts. 
i \ million children a year 


tak 5. The “Henmon-Nelson 1Q.” More than a 
ke another Houghton Mifflin IQ test which has been popular for a 


E ann the Henmon-Nelson Tests of Mental Ability. Tests 
aie levels are offered in the school series, one eaen for grades 3-6, 
Fins ee -9 and grades 9-12. Fach of the three tests presents ninety ques- 

S of various types mixed together—sentence completion, figure anal- 
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ogies, vocabulary and number series among them—and has a thirty- 
minute time limit. Houghton Mifflin also publishes a college-level edi- 
tion of the Henmon-Nelson IQ test. 

o The three practice exercises below are given so that you may see how to do the test. 


Practice 1. Boys like to: 
(1) run (2) hat (3) lost (4) red (5) same............. BESO 


Which word tells what boys like to do? Yes, run is the right answer. What is the 
number of the word run? The number is 1. Answer space number 1 has been marked 
to show that word number 1, run, is the right answer. You are to mark your answers 
in the same way. 


Practice 2. I sawa .... tree./ A word for the blank is: 
(1) quite (2) care (3) big (4) so (5) and............. OHBHH 


Mark the answer space that you think is right. Your mark should be in the answer 
space numbered 3. 


Practice 3. C] isto O as is to: 
uO wL 390 4A 5A 00000 | 


What is the number of the right answer? The answer, of course, is number 5, since 


a square is to a smaller square as a triangle is to a smaller triangle. Mark the answer 
space numbered 5, 


These are the very simple practice questions given on the school 
levels of the Henmon-Nelson; many of the actual test questions are, of 
course, much harder. (The three questions above are reproduced by 
permission of Houghton Mifflin Company from The Henimon-Nelson 
Tests of Mental Ability, Grades 3-6, Form A, © 1957.) 


6. The SRA “PMA.” More than a half-million children a year take | 
the Primary Mental Abilities tests, a series published since 1943 by Sci- 
ence Research Associates, Inc., and revised and re-standardized in 1962. 
On any of the 1962 edition’s five levels (for grades kindergarten-1, 2—4, 
4-6, 6-9, and 9-12) your child would earn four or five part-scores and 
a total IQ score. A “Profile Chart” for pupils and parents instead shows 
the scores as approximate percentile ranges or “stanine” scores. The 
total testing time for each level is about an hour. Your child’s part- 
scores would reflect his ability in “verbal meaning,” “number facility,” 
“reasoning” (omitted in the two lowest levels), “perceptual speed” 
(omitted in the two highest levels) and “spatial relations.” SRA, an 
educational publishing firm in Chicago, became a subsidiary of Inter- 
national Business Machines Corporation early in 1964. The Midwest 


j 
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member of testing’s “Big Six,” it has the largest gross income from 
testing of any business organization in the field. SRA is perhaps most 
widely known as the company which makes and gives the National 
Merit Scholarship Qualifying Test under contract w ith National Merit 
Scholarship Corporation. It is also a major publisher of materials for 
guidance counselors and of new kinds of instructional programs. 

Thelma Gwinn Thurstone, professor of education at the Univer- 
sity of North Carolina, is the author of the current edition of the PMA. 
She and her husband, the late L. L. Thurstone, originated the series. 
Typical questions your child might meet on its level for grades 9 
through 12 follow. ‘Tn the “verbal meaning” test, he would be ‘asked to 
find the word that means the same as the first word in the row for a 
question like this: 


QUIET A. blue B. still C. tense D. watery E. exact 
(Ans.: B) 
Directions for the “number facility” test would explain that, “in 
each problem you are to find the answer w ithout using paper and pencil 
for figuring.” One question might pose: 


16 X 99 = A. 154 B. 1,584 C. 1,614 D. 15,084 E. 150,084 


Mrs. Thurstone comments on this sample problem that “you 
should have blackened the space below B for 1,584. How do you know 
that 1,584 is the correct answer? Remember, you are to work very 
quickly and do no figuring with pencil and paper. When you see the 
problem 16 x 99 you can tell at a glance that if 16 were multiplied by 
100 (instead of 99) the answer w ould be 1,600. If you think about it 
a second you will see that the correct answer has to be a little less 
than 1,600.” 

The “reasoning” test presents three types of questions—“letter 
series,” “word grouping’ ’ and “number series.” In letter-series questions 
like the one below, students are asked to find the letter that follows the 
last letter in the row: 

ambanbaobapba liom 2.0 3p 4.q St 

(Ans.: 4) 

In word-grouping questions, students are asked to find the word 

that does not belong with the other four words in groups like this one: 


seere ee ZON osr 
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A. sing B. speak C. whistle D. hear E. hum (Ans.: D) 


Finding the number that follows the last number in the row is the 
problem for number-series questions such as this: 


les254365 A. BF Gs Die BF 
(Ans.: B) 
On the battery’s “spatial-relations” test, the directions say that 
some of the figures in each row of figures are like the first figure, while 
others are drawn backward. “Find the figures that are the same as the 
first one in the row,” the instructions continue. “As you take this test 
remember that there may be more than one correct answer and that 


some of the correct figures may be rotated to various positions.” One 
sample row looks like this: 


(Ans.: B and E) 


A different kind of spatial-relations question is asked on the PMA 
battery for grades 4 through 6; in one, the first drawing is one part of 
a square, and the problem is to find the shape that is the other part of 
the square. Here is a sample: 


(Ans.: C) 


In the “perceptual-speed” test included in the grades 4-6 battery, 
pupils are to find the two drawings in each row that are exactly alike. 
Two typical questions look like this: 
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Mrs. Thurstone is also the author of a newer general ability or 
intelligence test series published by SRA, the Tests of Educational 
Ability or TEA. (The eight questions above are reprinted by permis- 
sion of Science Research Associates, Inc., from The Test of Primary 
Mental Abilities, © 1962 by Thelma Gwinn Thurstone.) 


7. The “DAT.” The unusual Differential Aptitude Tests are also 
among those that are taken by at least one million children a year. The 
DATs are a set of eight aptitude tests designed to be taken together 
within time limits totaling three hours and ten minutes. Its first two 
tests, which are thirty-minute tests in “verbal reasoning” and “numerical 
ability,” parallel similar parts of IQ tests; the sum of scores on them, 
the publisher says, “serves essentially the same purpose as scores derived 
from standard intelligence tests’”—namely, as “an index of scholastic 
ability.” Accordingly, this sum is reported to children as a score in ad- 
dition to separate scores on each of the eight component tests. Two 
other DATs also resemble parts found in some IQ tests, ones of “ab- 
stract reasoning” (which tests the power to understand and apply ideas 
expressed in diagrams), and of “space relations” (a test of the power 
to visualize objects in three-dimensional space). The other four tests 
assess aptitudes of considerable practical utility—“mechanical reason- 
ing,” “clerical speed and accuracy,” “spelling” and “sentences” (that is, 
sensitivity to correct grammar, punctuation and word usage in sen- 
tences). 
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If your child took the DAT, then, he or she would be faced with 
a variety of questions—including not only ones like those he had prob- 
ably seen on IQ tests he had taken before, but ones unlike any he had 
seen on other school tests. As examples, each question of the “verbal- 
reasoning” type would concern a sentence in which the first word and 
the last word had been left out. The problem is “to pick out the pair 
of words which will fill the blanks so that the sentence will be true and 
sensible,” as in the following sample: 


is to night as breakfast is to 
A. supper .,.... corner B. gentle ..... morning C. door 
D. flow ..... enjoy E. supper ..... morning (Ans: E) 
The DAT’s “numerical-ability” questions pose problems involving 
such matters as basic computation, fractions, percentages, weights and 
measures and square root. Its “abstract-reasoning” problems are visual 
ones, in each of which the four “Problem Figures” make a series, and 


the student is to find out which one of the “Answer Figures” would 
be the next, or the fifth one in the series. Two sample questions are: 


| | 


PROBLEM FIGURES ANSWER FIGURES 


Hle ITT] 


|4 


(Ans.: D) 
PROBLEM FIGURES ANSWER FIGURES 
E C 


(Ans.: B, since the dot moves clockwise around the square) 


“Cleri , : 
_ “Clerical speed and accuracy” questions are designed “to see how 
quickly and accurately you can compare letter and number combina- 
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tions.” Each question or item gives five such combinations, one of 
which is underlined. “You are to look at the one combination which is 
underlined,” according to the directions, “find the same one after that 
item number on the separate answer sheet, and fill in the space under 
it.” The example below shows a portion of a typical separate answer 
sheet on which most students taking standardized tests today indicate 
their answers; the portion shown at the right appears as it would look 
with these items answered correctly: 


TEST ITEMS SAMPLE OF ANSWER SHEET 


AC AE AF AB 


Ba Bb aA 


AB TA 


bB Ba 


All of the DAT’s “mechanical-reasoning” items ask questions about 
pictures, as in this sample: 


x 


Which man has the heavier load? 
(If equal, mark C.) 


(Ans.: B) 


The DAT’s “space-relations” questions are also visual, each one 
presenting a flat pattern which can be folded into a three-dimensional 
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figure. The pattern always shows the outside of the figure. The student 
decides which one of four figures given after each pattern can be made 
from the pattern, as in this example: 


E 2eee 


(Ans.: D) 


Questions in “spelling” and “grammar,” the two remaining types 
on the Differential Aptitude Tests, involve recognition of errors or cor- 
rectness in the spelling of individual words and in the grammar of 
individual sentences. (The six questions above are reproduced by per- 
Mission. Copyright 1947, © 1961, The Psychological Corporation, New 
York, N.Y. All rights reserved.) 

The school’s main purpose in giving your child the DAT would 
be to help him choose a high school program and career goals that seem 
realistic in the light of his largely unique pattern of developed aptitudes. 


It represents another fairly new development in testing, having been 
introduced in 1947. 


The DAT is published by The Psychological Corporation, a busi- 
ness arm of professional psychologists in which only members of the 
American Psychological Association may own stock. Located in New 
York City, “Psych Corp” also distributes many tests used with person- 
nel in business and industry, and others for use with the mentally ill. 
Among testing’s “Big Six,” it is one of the organizations most widely 
respected for adherence to the field’s demanding technical standards. 

8. The ETS “SCAT” Series. Some one million children a year take 
the School and College Ability Tests, a series that measures “developed 
ability” in “verbal” and “quantitative” skills from grade 4 through col- 
lege. SCAT scores are reported on a special scale, not as IQs; no claim 
whatever is made that they parallel intelligence test scores. Five of the 
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six SCAT levels are numbered downward from the region of college 
entrance, with Level 1 being for college freshmen and sophomores and 
superior high school seniors, and Level 5 for children in grades 4-6. 
A “U” level (for “upper”) extends the range through the college senior 
year. As with an IQ test series, SCAT is intended mainly to serve a 
predictive function, but a limited one—to help “evaluate the student’s 
capacity to perform academic tasks at the next higher school level.” 
Also as with IQ tests, a total SCAT score is reported—the sum of the 
separate “verbal” and “quantitative” scores. 

Were your child to take one of the SCAT levels, he would receive 
a single test booklet with four main parts. In the first two parts he 
would find sentence-completion and numerical-computation questions; 
in the last two parts, questions in vocabulary and numerical problem- 
solving. In Level 1, for example, he might be asked a sentence-comple- 
tion question like this one: 

Select the missing word by deciding which one of the five words best fits 
in with the meaning of the sentence. 


Motion pictures have an advantage over photographs. They can show 
movement as well as scenes, thus stirring us with ( ) as well as images. 


A. color B. personalities C. action D. beauty E. sights 
(Ans.: C) 


Or, as a vocabulary question, he might see: 
Pick the word or phrase whose meaning is closest to the word in large 
letters. 
ANTAGONIZE 
A. destroy B. demand C. expose D. deprive E. enrage (Axs.: E) 


A numerical computation question could ask him: 
Choose the correct answer, using scratch paper if necessary. 


What is 75% of 24%? 
A. 1.8% B.18% C. 180% D.99% E. 312.5% (Ans.: B) 


And your child might be asked a question like this in the numerical 
problem-solving part: 
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Choose the correct answer, using scratch paper if necessary. 


On a certain day, 15 babies were born in a hospital. Of these, 4 babies 
were twins, 3 were triplets, and the rest were “single” babies. How many 
different mothers gave birth to babies in the hospital on that day? 


AS B7 G8 DU ER (Ass.: D) 


A rather recent development in testing, SCAT was introduced in 
the 1950s. Tables issued with it in 1962 enable a school to predict, from 
the SCAT scores of children in grades 8-12, their subsequent scores 
on the Scholastic Aptitude Test of the College Entrance Examination 
Board. As we shall see, the SAT is now the main test of the “College 
Boards”—the college entrance tests about which young people and their 
parents are unnecessarily yet widely anxious. SCAT closely resembles 
the SAT in its basic features. 

The SCAT series is published by Educational Testing Service, a 
non-profit organization with main offices housed in five new buildings 
on a 350-acre rural site outside Princeton, New Jersey. ETS has the 
largest testing volume by gross income—and in this sense is the biggest— 
of testing’s “Big Six.” It is best known as the contract service agency 
for the College Board tests, which it makes and gives under the direc- 
tion of the CEEB and its member colleges, universities, secondary 
schools and educational associations. 

9. The “Kuhlmann-Anderson.” Close to two million children a 
year take the Kublnann-Anderson Test series. Its sequence of test 
booklets provides for its use with children in all grades from kinder- 
garten through high school. An unusual series introduced almost forty 
years ago, in 1927, the Kuhlmann-Anderson employs a large varicty 
of subtests—thirty-nine in its successive levels—and “many uncommon 
types of questions. They are not so novel, however, that they would 
give your child any special trouble were he to work through one of its 
test booklets. A revised, seventh edition of the series was published in 
1963. Your child would be given forty-five minutes to work the Kuhl- 
mann-Anderson test booklet appropriate for his or her grade level. The 
series measures “substantially the same thing as the Stanford-Binet,” 
one authority believes. Although the seventh edition yields a standard 
IQ score, the publishers recommend that the test be viewed as a “meas- 
ure of academic potential” rather than of intelligence. The Kuhlmann- 
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Anderson is issued by a small company in Princeton, New Jersey, called 
Personnel Press, Inc., a subsidiary of the large publishing firm, Ginn and 
Company. 

Were your child in junior high school, he might be given Booklet 
G of the Kuhlmann-Anderson Test’s seventh edition, which is for use 
in grades 7 through 9. He would meet eight kinds of questions in Book- 
let G if he should take it. For one kind, the instructions are as follows 
for the word in each question: 


If the word contains A, E, and N, blacken the answer space under 1. 
If the word contains A and E, but not N, blacken answer space 2. 
If the word contains A and N, but not E, blacken answer space 3. 
If the word contains E and N, but not A, blacken answer space 4. 


Sample words to which to apply these instructions include: NATION; 


ELATED; PLENTY; and EATEN. 
Another kind of question asks pupils to find which number is 


wrong in each of a number series like this: 
A9 BS G7 DE E.4 (Ans.: E) 


Groups of five words are presented in each question of still an- 
other kind. Three of the words in each group are alike in some way; 
pupils are asked to identify the three, as in this group: 

A.sob B.smile C. laugh D. frown E. grin (Ans.: BCE) 

A fourth type of question gives numerical equations and asks the 
pupils to identify the missing one or two signs (plus, minus, times or 
division) for questions like this one: 

Ern aana St 

A B (Ans.: A, times; B, plus) 

the pupils unscramble words so that they 


For other questions, b ; l 
“make a good sentence,” indicating their solution by identifying what 


would be the first and last words of each good sentence, as with: 


my not is book that 
A BCD E (Ans.: E, first word; D, last word) 


Statements to be completed with correct numbers make up an- 
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other type of question on the Kuhlmann-Anderson Booklet G of the 
new edition. A typical question like this would be: 


This number is 2 less than ¥% of 9. AD Bol Ge Des ES 
(Ans.: B) 


Rather complicated instructions are given for questions of another 
kind. Each question gives five items which can be arranged in the order 
of smallest to largest, least to most or first to last. Pupils are to re- 
arrange them accordingly, then indicate which item in each question 
would be the middle one in the re-arranged list. For example: 


sprout bush blossom seed fruit 
A B Cc D E (Ans.: B) 


The last type of question consists of simple division problems in 
which the missing numbers are to be correctly identified, as in this 
question: 


LAZE 
7/8...46 (Ans.: 9) 


(The questions above are reproduced by permission of Personnel 


Press, Inc., from the Kublmann-Anderson Test, Seventh Edition, 
Booklet G.) 


Tests That Measure What Your Child Has Learned 


The kind of standardized tests used to measure what your child 
has learned falls least often in the limelight, yet serves one of the most 
important of all testing functions—and serves it on an enormous scale. 
These are achievement tests, which are made to appraise how far your 
child has progressed in his main business of learning in school. What 
your child does on standardized achievement tests can influence the 
kind of school program to which he is assigned and hence his eventual 
life work, as previously observed. When properly used, they can also 
tell one part of the story—but a vital part—of what your school district 
is getting for its tax money, though tests should never be used alone to 
judge a school. 

For the nation as a whole, the large achievement test series accom- 
plish certain rather remarkable things. On the one hand, they provide 
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the nearest thing we have to national standards of educational accom- 
plishment. With them, any school can determine where it stands on 
each grade level in cultivating learnings commonly recognized in the 
United States as fundamental responsibilities of the schools. On the 
other hand, because achievement tests provide continuous scales of 
nationally representative accomplishment that a school can decide to 
match at any point it selects, and because they are completely volun- 
tary, achievement tests leave schools as free as they choose to be in 
their educational programs. No other country has ever had anything 
like them in these vital respects, nor has today. They have inherent 
limitations and can be seriously misused, as we shall see in a later chap- 
ter, but they, still represent an amazing cultural invention whose signifi- 
cance has been almost completely overlooked. 


Basically, your child would be asked on one of the giant achieve- 
ment test series to show how well he has mastered the old American 
three Rs—reading and writing and arithmetic. Your boy or girl would 
probably also find a section on such study skills as using reference 
works, and reading graphs and maps, with additional sections on science 
and social studies, in levels for the higher grades. At several points in 
your child’s schooling, he will very likely take one or more of the tests 
in the achievement series given below. Each one is taken by a million 
children a year, at the least, and some are taken by several millions 
a year. i 
010. “Stanford Achievement.” One of the very largest of these com- 
prehensive test series for measuring what your child would ordinarily 
be expected to learn in school is the Stanford Achievement Test Series. 
Taken in whole or part by as many as ten million children a year, the 
Stanford Achievement represents both the oldest and the newest of 
such ‘series. Its first edition, issued in 1923, was the work of several 
professors, including Lewis M. Terman of Stanford University—the 
Psychologist who also led development of the Stanford-Binet IQ test. 
The Stanford Achievement series’ edition of 1964 is one of the newest 
full revisions among giant achievement test series. 

Five “batteries” or groups of tests make up the full series. Your 
child would take only one of these batteries in any one grade, but the 
battery would take quite a long time for him to work. He would have 
a total time limit of one hour and thirty-five minutes for the “primary” 
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level or battery of tests in second grade—divided, though, into three 
separate test sessions. In eighth grade he would be allowed a total of 
three hours and thirty-five minutes to work the complete “advanced” 
battery, in up to six sittings. 

Your child’s fundamental skills and knowledge in reading, arith- 


ie 


metic and language usage would be tested on the primary and elemen- 
tary batteries. Elementary, for example, has six subtests—two in reading 
(paragraph and word meaning), two in language (spelling, and usage 
—the latter on capitalization and punctuation, sentence sense and gram- 
mar), and two in arithmetic (reasoning and computation). Additional 
tests in social studies, science and study skills are included, beginning 
with the intermediate battery for grades 5 and 6. 

Harcourt, Brace & World, the large New York book publisher 
among testing’s “Big Six,” issues the Stanford Achievement. 

11. “Metropolitan Achievement.” A second, very popular achieve- 
ment test series published by Harcourt, Brace & World, the Metropoli- 
tan Achievement Tests, enjoys almost as wide use as the Stanford. Your 
child would encounter some differences in emphasis were he or she 
to take a battery in the Metropolitan series instead of the Stanford. He 
could take one a little earlier, starting in the middle of first grade, for 
example, or would find his study skills tested in language or social 
studies in a Metropolitan battery on one of the higher levels. He might 
also notice somewhat more stress given to basic ideas and principles in 
the Metropolitan. But he would similarly find the Metropolitan a long 
series to take; on its complete high school battery, for instance, he 


would put in a total of five hours and fifteen minutes of test time in as 
many as seven separate test sessions. 


b 


These illustrative questions are from the “word meaning” test of 
the six-test battery of Metropolitan Readiness Tests—a series given 
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to several millions of children a year to see how much they have 
learned of what they must know in order to do early first-grade 
work. These word meaning questions draw on a child’s speaking 
vocabulary and ability to recognize pictures; the spoken direction 
for the first row above is to mark the picture of the baby (with a 
big “X”) and, for the second row, to mark the picture of the house? 
(From Metropolitan Readiness Tests: Form R, © 1949, and accom- 
panying Directions for Administering and Scoring: Form R, © 1948, 
1949 by Harcourt, Brace & World, Inc., New York. Reproduced by 


permission.) 


12. “Metropolitan Readiness.” As early as the end of kindergarten 
or the beginning of first grade, your child is likely to take a relative of 
the Metropolitan Achievement series—the Metropolitan Readiness Tests. 
These picture tests with spoken directions are designed to assess how 
well your little boy or girl has mastered the various skills and items of 


knowledge which any child must use in beginning reading and arith- 
metic. Several millions of children are given the Metropolitan Readiness 
Tests each year. On the six tests, your child would be asked these kinds 


of questions: 
the one that illustrates the word spoken aloud 


Select from four pictures 1 
he test (in the test on understanding word 


by the person giving t 
meanings). 


res the one that illustrates the phrase or 


Similarly select from four pictu 
sentence spoken by the examiner (in the test on phrase and sentence 


understanding). 

that best fits the description spoken by 
on test; for example, one description 
he next set of pictures. Mark the one 


Select from four pictures the one 
the examiner (in the informati 
might say: “Put your finger on t 

J; aa]? 
you pack clothes in when you trav el.”) 

ne that matches a fifth picture which has 


Select from four pictures the one t sa Crue: WALC 
f visual perception involving similarities). 


a line around it (in the test o 


Mark and write numbers under ten, mark the smallest or the middle one 
of several things pictured in a row, and mark other pictures of series of 
things to show understanding of simple uses of numbers. 

Copy simple shapes, numbers and letters alongside those given in the test 

booklet. 
Your child would have from ten to twenty-four questions to an- 
swer on each test. He and his classmates would spend an hour in all on 


the tests, taking them in at least three separate sittings. 
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13. “California Achievement.” More than five million children a year 
take the California Achievement Test Batteries, a large series extending 
from first grade through junior college, with batteries on five levels. 
Your child would find these batteries quite long to work, for he would 
put in a total of about an hour and a half on the “lower primary” one, 
or almost three hours on the “advanced” one. On any California 
Achievement battery, he would work through three subtests—reading, 
arithmetic (mathematics at the top level) and language. He would also 
see that each subtest is subdivided again into two parts, with “vocabu- 
lary” and “comprehension” in reading, “reasoning” and “fundamentals” 
in arithmetic and “English mechanics” and “spelling” in language. Cali- 
fornia Test Bureau, the West Coast member of testing’s “Big Six,” pub- 
lishes the series. 

14. The Lee-Clark Reading Readiness. More than a half-million chil- 
dren a year take the Lee-Clark Reading Readiness Test in kindergarten 
or early in first grade. California Test Bureau first published the test in 
1931, and issued a revised edition in 1962. In its four part-tests, your 
child would be called upon to recognize similarities and differences in 
printed letters, to mark pictures identified by spoken words and to 
mark letters and words that match given ones. About twenty minutes 
in all is required for the test. 


15. The “ITBS” or the “Iowa.” All elementary school children from 
third graders up in one state, and far more than a million children in 
all states, take the Iowa Tests of Basic Skills every year. Your child 
might encounter the ITBS or the “Towa,” as the series is familiarly 
called, in any grade over its range from third through ninth in junior 
high. Your child would also probably remember it well, for he would 
spend four hours and thirty-nine minutes of actual testing time on any 
one of its batteries. However, the ITBS batteries are appropriately 
much shorter than those of the series’ big brother, described below. 
Schools are advised to give it, though, over a span of four days in ses- 
sions of from sixty to eighty-five minutes a day. Your child would be 
tested in vocabulary, reading comprehension, language skills, work- 
study skills and arithmetic skills on the ITBS. In the vocabulary test, 
for example, your child might see a question like this: 


Decide which one of the four words has most nearly the same meaning as 
the word in heavy black type above them. 
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A man’s gait. 
1) fence 2) stride 3) work 4) girth (Ans.: 2) 


A reading comprehension question for third-grade children might say, 
Thumper is a big friendly dog. He likes to follow fire trucks. 
What does Thumper like to do? 
1) Watch fires 2) Bite firemen 3) Run after fire trucks 
4) Follow police cars (Ans.: 3) 
By contrast, in eighth grade your child might meet a reading compre- 
hension question like this following a full-page article: 


If it were necessary to shorten this article by two paragraphs, which pair 
of paragraphs could be omitted with Jeast harm to the story of the 


rebellion? 


In each of the four language subtests (spelling, capitalization, punctua- 
tion and usage) your child would be asked to identify the mistake or 


lack of mistake in lines like these: 


1) aboard 2) hyena 3) versus 4) genorous 5) no mistakes 


(Ans.: 4) 
1) Massachusetts was settled 
2) by the pilgrims. They sailed 
3) on the Mayflower. 
4) (No mistakes) 
(Ans.: 2) 
1) Mr. White, who lives 
2) next door likes to 
3) play catch with me. 
4) (No mistakes) 
(Ans.: 2) 


The work-study skills test of the ITBS gives maps of imaginary 
State parks, towns, countries and continents, and asks questions about 
them (“On which corner does the bus line cross the streetcar line?” 


“Which railroad goes through a mountain pass?” “In which city might 
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the sun be shining at midnight on January 1?” “What is a reasonable 
estimate of the population in the best agricultural region?”) Graphs 
and tables, sample dictionary listings, an index and encyclopedia vol- 
umes identified by letters of the alphabet are also the subjects of series 
of questions in the work-study skills test. 

On the arithmetic skills test of the ITBS, your child would be 
asked questions about such things as fractions, percentage, Roman nu- 
merals, thermometers, map scales, rulers, decimals, angles, time, geo- 
metric figures and triangulation. In the arithmetic problem-solving test, 
your child might encounter questions ranging from: 


Billy had 14 cents. He paid Jack 6 cents for a kite. How much money did 
Billy have left? 


to a question like: 


Mr. Smith bought a 3-year fire insurance policy insuring his house for 
$9600. If the 3-year rate was 174 times the annual rate of 24¢ per hun- 
dred, how much did the insurance cost for the 3 years? 


The ITBS are taken each year by every pupil in grades three 
through eight (and nine in junior high) in the Iowa schools, for which 
the tests have been made since the 1940s. Houghton Mifflin, the Boston 
book publisher among testing’s “Big Six,” publishes the series for use 
throughout the nation. (The second and third questions above are 
reproduced by permission of Houghton Mifflin Company from the 
lowa Tests of Basic Skills, Multi-Level Edition for Grades 3-9, Form 1, 
© 1955.) 

16. The “ITED’—or again, the “lowa.” If your child takes any 
achievement series in high school, it is quite likely to be the Jowa Tests 
of Educational Development. With more than one and a half million 
students a year given the ITED or the “Iowa” by their high schools, 
it outstrips similar comprehensive batteries by some distance. The ITED 
has long loomed larger than even the giant college admission and 
scholarship testing programs on which far more public attention has 
focused. Its full edition is among the longest of any widely used test 
battery. Your child would customarily take it through two full school 
days, spending on its nine part-tests 480 minutes in actual testing time— 
a long eight hours of close concentration. 

The ITED has had a very wide influence in testing broad achieve- 
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ment in high school studies. Early in World War II, it was generously 
offered without charge for use by the U.S. Armed Forces Institute, 
which gives correspondence courses for servicemen. USAFI issued it 
with minor changes as the USAFI Tests of General Educational Devel- 
opment. Several million men and women in service took this GED. 
Over a million of them won high school diplomas by qualifying as 
high school graduates on the test, and several hundred thousand more 
who were not high school graduates were admitted to college on the 
basis of their GED scores. Moreover, the ITED’s broad base on aca- 
demic accomplishment in high school has led to its use as the founda- 
tion for large college entrance and scholarship tests, as we shall see. 

On the ITED, your child would encounter many long reading 
passages followed by series of probing questions in most of the nine 
part-tests. The tests would examine your child on the following kinds 
of accomplishments: 


His understanding of basic social concepts, 
present-day institutions and customs; 

His general background in the natural sciences, primarily biology, 
chemistry and physics; 

His sense of correctness an 
concerning mainly the mechanics of good Englist 
ization; 

His mathematical or “quantitative thinking” ability, as reflected in 
the power to apply mathematical ideas and principles to solving 
practical problems; 

His interpretation of reading m 
both professional and popular 

His ability to interpret similar 
ences; 

His ability to interpret literature, 

His general vocabulary; 

And his skill in using source materials like texts, 


maps. 

As with the ITBS, the ITED was originally developed for the Iowa 
schools, and is taken by all Iowa high school students. It is published 
for nation-wide use by the Midwestern member of testing’s “Big Six,” 


Science Research Associates in Chicago. 


particularly those behind 


d appropriateness of expression in English, 
h but also organ- 


aterials, such as texts, references and 
writings, in social studies; 
reading materials in the natural sci- 


in verse as well as prose selections; 


reference works and 
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17. The “SRA Achievement.” More than one-and-a-half million chil- 
dren a year take an elementary and junior high school achievement 
series which runs as long as the ITED on some levels. This is the SRA 
Achievement Series, introduced by Science Research Associates in 1954 
and revised in 1964. Your child would spend from six to seven hours in 
all taking the 1964 version, depending on his grade in school. If he were 
in grades 4-9, he might follow a blue, green or red “track.” The 1964 
multilevel edition for grades 4-9 is designed to provide a testing task 
that is neither too easy nor too hard for the child, but most appropriate 
for his present state of educational development. The series stresses ideas 
and principles as well as factual knowledge, and includes tests in the 
areas of reading, language arts, arithmetic and, from the fourth-grade 
level up, work-study skills. 

18. ETS “STEP.” About a million children a year now take the 
Sequential Tests of Educational Progress, an unusual combination of 
tests that is the newest of the giant achievement test series. Your child 
would also find it one of the longer tests of his life, taking in all some 
seven or eight hours in several sittings. Two tests in its seven-test 
batteries might be particularly surprising to your son or daughter: an 
essay test in which the student spends thirty-five minutes writing 2 
regular composition, and a seventy-minute, two-part test of his listening 
comprehension, in which the teacher would read passages and questions 
aloud while he answers in his test booklet. Your child might also find 
the seventy-minute writing test rather novel, for it asks him to pick 
the best of several suggested revisions in actual samples of student writ- 
ing. The remaining tests—in reading, mathematics, science and social 
studies—should look more familiar to him. STEP is published by Edu- 
cational Testing Service, the non-profit agency in Princeton, New Jer- 


sey, which is the biggest by income of testing’s “Big Six.” ETS issues 
STEP as a companion series to SCAT. 


19. Achievement Tests in Individual Subjects—Notably, the ETS “Co- 
operative Series.” Many millions of American school children a year also 
take standardized achievement tests in individual subjects, in addition 
to the millions who take the major “survey” batteries described above. 
How many millions of children a year take these one-subject tests is 
impossible to say with any accuracy, but ten million would be a most 
conservative guess. Dozens of these tests are published; among the “Big 
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Six,” each organization except “Psych Corp” offers at least eight or 
ten. In many cases your child would find these one-subject achievement 
tests similar to the corresponding parts of the comprehensive or survey 
achievement test batteries. Most often, he would have a single school 
period in which to work a one-subject test. 

Among the most widely taken tests of this kind are the two Co- 
operative English Tests of ETS, Reading Comprehension and English 
Expression, each of which in turn is available on two levels—high school 
and junior college. “Nearly three million of these tests are taken by 
students every year in programs established by their own schools and 
colleges,” ETS observes. A famous old test series originated by the 
American Council on Education, the Cooperative Tests also include 
up-to-date examinations in arithmetic, algebra, geometry, general math- 
ematics, general science, biology, chemistry, physics, social studies, 
American government, American history, ancient history, modern Eu- 
Tropean history, foreign affairs, French, Spanish, Latin, German, Italian 
and Russian. 

More than one million high scho 
achievement tests in individual subjects © 
ment Series, published by Harcourt, Brace & World. The series, now 
being revised, consists of some twenty-five achievement tests. EAS tests 
in mathematics, social studies and science subjects are the most widely 
used of the series, with some single tests being taken by more than a 
quarter-million students a year. 

Separate standardized readi 
scale in the nation’s schools, especia 
child would take one of these in having such accomplishments as his 
reading rate, comprehension and accuracy tested. Widely used reading 
test series he would be most likely to encounter include the Iowa Silent 
Reading series of Harcourt, Brace & World; the SRA Reading Record; 
the Lee-Clark or Los Angeles Elementary tests of Cal Test; one of the 
Nelson Reading tests of Houghton Mifflin; or one of the many Gates 
Reading tests issued by the Bureau of Publications of Teachers College, 
Columbia University. 

20. The New York State “Regents.” If you live anywhere in New 
York State, your child will very probably take examinations in the 
country’s oldest program of large-scale achievement testing—the New 
York State Regents Examinations, which date from 1865. About three- 


ol students a year also take the 
f the Evaluation and Adjust- 


ng tests are also given on a very large 
lly in the elementary grades. Your 
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fourths of all high school sophomores, juniors and seniors in New York 
—some half-million boys and girls-now take “Regents” each year. 
They usually take these single-subject examinations, offered in areas 
ranging from business law to earth science and second-year American 
history, after finishing the corresponding high school course. Your 
child would see some similarity between them and the giant achieve- 
ment test series described above in taking any of the thirty or so 
Regents now made available. For the Regents are also printed tests 
made up, in fairly large part, of multiple-choice questions like the many 
samples previously given. However, your child would notice quite a 
few questions asking him to write a short composition. Moreover, the 
Regents exams are not “standardized,” as are the large national series— 
in ways which will be explained in the next chapter—although Regents 
exam questions are tried out in advance in the state. Also, your child 
may be acutely aware of a further difference. Regents do have passing 
and failing levels of performance, while standardized achievement tests 
do not. Your child would have to pass at least three Regents exams in 
order to qualify for the Regents High School Diploma, which is highly 
regarded though not required for graduation. 

Were your child vying for one of some 16,000 scholarship awards 
offered by New York State—the largest number granted in any one 
college scholarship program—he would take still another Regents test: 


the Regents Scholarship Examination. It is taken by more than 135,000 
students a year. 


“Tests” That Help Your Child Choose a Career 


In the high school years, as your child must think of choosing 2 
career, the boy or girl will probably take a standardized “vocational 
interest inventory.” This is a psychological measuring device on which 
your child would earn scores, but it isn’t a test. It is designed to see 
what your child likes to do, not what he can do. It makes an “inven- 
tory” of your child’s interests as they bear on occupational fields. Well 
over half of all high school students take such an inventory at least 
once. Its effect can be very potent, for its findings seem clear and aus 
thoritative to adolescent boys and girls searching for their true identi- 
ties and future lives. 


21. The “Kuder.” Of the two such inventories that are by far the 
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most widely used, the Kuder Preference Record is the one your child 
would be more likely to meet. More than two million children a year 
take the “Kuder.” The “Vocational Form C” of the Kuder (or Form E 
published in 1964) would provide a comparison between the relative 
strengths of your child’s preferences for activities in ten broad voca- 
tonal interest areas—outdoor, mechanical, computational, scientific, per- 
suasive, artistic, literary, musical, social service and clerical. In answering 
It, your child would indicate which one he likes most and which one 
he likes least among sets of three listed activities, such as: 


Visit an art gallery 
Browse in a library 
Visit a museum 


. To this, your child might answer “like most” for “browse in a 
library,” with “like least” for “visit an art gallery” and nothing for 
Visit a museum.” A long series of such sets of three alternative activi- 
ties makes up the Kuder “C.” For each set your child would give his 
greatest.and least preferences. The results would show him on a graph 
just where he stands in such interests compared with typical young men 
or women among high school students, or college students, or adults. 
For example, your child’s graph might show him that he indicated a 
preference for outdoor activities more frequently than 88 per cent of 
high school boys, and for literary activities more frequently than 99 
per cent of them, but more frequently than only 3 per cent of them in 
mechanical interests and only 12 per cent of them in computational 
Interests. A showing like this suggests that the boy should explore the 
literary field to see if it presents opportunities to his liking, especially if 
his English grades and aptitude scores agree with his interest pattern. 
Form D,” your child’s pat- 
typical interests of successful 
ions. If the Kuder “D” indi- 
y resembled those of depart- 
d successful in that 


With another Kuder, “Occupational 
tern of interests could be compared to the 
persons in fifty or more different occupat 
cated that your child’s interests most closel 
Ment store salesmen, he too might be happy an 


occupation, if otherwise fitted for it. 
SRA, the Midwestern firm among testing’s “Big Six, publishes the 


Kader series. It was with the Kuder, in fact, the SRA entered the test- 
ing business in the firm’s second year, 1939. 
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22. The “Strong,” or “SVIB” Your child might find the other very 
widely used occupational interest inventory, the Strong Vocational 
Interest Blank, even simpler to answer than the Kuder. Some threc- 
quarters of a million students a year are given the Strong. It would start 
by presenting him with a list of possible occupations, such as: 


Actor (not movie) 
Advertiser 
Architect 

Army officer 
Artist 
Astronomer 
Athletic director 
Auctioneer 


For each one, your child would be asked to mark one of three choices 
—like, indifferent, dislike—to indicate how much the prospect of being 
in each occupation appealed to him or repelled him. Similar lists would 
inquire about his liking for amusements and activities, and personal 
abilities and characteristics of other people, and his reaction to personal 
peculiarities of others. Most of the Strong’s 400 items about which your 
child would be questioned call for a “like-indifferent—dislike” type of 
response. 

Elaborate keys for scoring your child’s answers on the SVIB for 
Men have been developed since it was first issued in 1927. These keys 
make it possible to compare your child’s interest patterns with the 
typical patterns of interests of men in each of a wide variety of callings, 
in much the same way as with the Kuder “D.” Your child’s scores on 
the Strong would be recorded, most simply, as a list of occupations each 
followed by A, B, or C-with A indicating close resemblance to the 
typical interest pattern for that occupation, B less close resemblance 
and C clear difference between your child’s pattern and the occupa- 
tion’s typical one. For example, your child’s report might show As for 
Chemist, Math & Science Teacher and Farmer, and C-minuses for City 
School Superintendent, Minister and Life Insurance Salesman. An eval- 
uative A, B or C would be given for each of many occupations listed 
on the report. For your daughter, a separate SVIB for Women could 
be used. The Strong is rarely given earlier than the junior year in high 


school, and more of the blanks are given to college students and adults 
than to younger people. 
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The Strong blanks are published, not by one of testing’s “Big Six,” 
but by a small company, Consulting Psychologists Press in Palo Alto, 
California. 

Professional opinion differs, sometimes sharply, about the meaning 
of results obtained with the Kuder and the Strong, and how they should 
be used in advising young people. Both require a highly technical back- 
ground for sound interpretation of results, for years of some of the 
most extensive research in the whole testing field stand behind them. 
Because of this, your child should rely on a well-qualified counselor to 
interpret his score pattern on either inventory rather than try to deter- 


Mine its significance for him by himself. 


Tests That Help Decide Your Child's College Opportunities 

Tests have a marked influence on the college opportunities open 
to your child. If he is very bright and studious, standardized tests will 
help him go to college almost any where he might want, and qualify for 
much of the financial aid he might need. The less bright your child is, 
however, and the less well he consequently may do on standardized 
tests, the fewer the colleges to which he might go and the smaller his 
chances of getting financial aid. 

In order to get into college, your child will very probably have to 
take cither the standardized tests of the College Entrance Examination 
Board, or the standardized test battery of the American College Testing 
Program. Most colleges in the country require applicants to take either 
one or the other. Your child would of course have to take both should 
he apply to colleges that happen to differ in test requirements. Your 
son or daughter would also almost certainly have to take tests in order 
to qualify for a college scholarship. 

Both the CEEB and ACT are non-profit organizations composed 
primarily of college and university participants—more than 550 member 
colleges in the CEEB, and another 800 or more participating colleges 
in ACT. These colleges have banded together to sponsor and control 
the respective tests, which they require or recommend for their appli- 
cants. Other colleges interested in using the tests may join, and par- 
ticipation in the two organizations has grown very rapidly over the last 
162 colleges were members of the CEEB in 1954, and 


ten years. Only 
ACT was founded only in 1959. 
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However, your child will not be plagued by more admissions test- 
ing than he might have been before the massive rise of the CEEB and 
ACT. Many colleges now in one or the other organization previously 
used entrance tests of their own. Ten years ago, then, your child might 
have had to take several different tests for college admission instead of 
one or perhaps two. Moreover, for many reasons, the large-scale en- 
trance tests can be better ones—ones that are fairer and more useful to 
your child, as well as to the high schools and colleges—than could 
entrance tests made by individual | colleges or small groups of colleges. 

Your child would most probably take the admissions tests of ‘the 
CEEB or ACT on a Saturday during the school year, working on them 
for at least three hours of the morning. He w ould have to register and 
pay for them by mail several weeks in advance, sending in a test fee of 
four or five dollars or more. He would take the tests at a high school 
or college not far from home, under a supervisor paid by the CEEB or 
ACT, and under strict controls to make sure that no boy or girl sees the 
actual tests in advance or otherwise has an unfair advantage on them. 
Through his school, vour child would get reports of the scores he had 
earned on the tests, and a booklet explaining generally what the scores 
mean. You would very likely examine these and talk them over with 
your boy or girl, and also with the high school counselor. 

Colleges to which your child applies use the scores in complex 
ways, w hich we'll look into in another chapter. Essentially, however, 
very low scores, combined with av erage or erratic marks in high school 
courses, could easily keep your child out of some colleges. On ‘the other 
hand, very high scores, combined with just fairly good marks, could 
get your child into a college. If your child is a borderline admissions 
applicant at a college, the scores could tip the balance for or against 
him. Scores would usually be even more decisive if your child were 
trying to geta scholarship. 


These admissions and scholarship tests that can thus bring happi- 
ness or dismay to your child at a turning-point in his life are described 
below. The tests are made and given under contract with the College 
Board and ACT by two of the largest members of testing’s “Big Six” 
by ETS for the College Board, mi by SRA for ACT. 


23. The CEEB’s “SAT.” A million or more children a year now take 
the Scholastic Aptitude Test of the CEEB—most of them high school 
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seniors applying for admission, but perhaps one-fourth of them high 
school juniors trying the SAT out a year ahead of time. Among them 
are seniors applying for admission to the country’s most highly selec- 
tive colleges—ones like Harvard, Princeton and Columbia, Vassar and 
Wellesley, Rutgers and Michigan, Chicago and Stanford, Caltech and 
MIT, West Point and Annapolis, Rice and Sewanee. One of the most 
thoroughly investigated of all standardized tests, the SAT has been 
refined through constant research since its introduction in 1926 to make 
It serve one purpose as well as a test possibly can—predicting marks in 
college courses—while drawing as little as possible on the content of 


Specific high school courses. Every form of the SAT right down 
d section of experimental 


through the present has carried an unscore 
questions. If some of these questions improve the SAT’s predictive 
powers, similar ones are later added to the regular sections. 

In taking the SAT, your child would be given a total of three 
hours to work through its five sections. These sections would test two 
basic abilities of his—“verbal” and “mathematical.” Over the years, these 
abilities “to understand word relationships and to comprehend what 
you read,” and “to understand and reason with mathematical symbols 
and to use them in solving problems,” have proven the best predictors 
of later academic performance in college among predictors that could 
be ascertained by testing. 

_ Were vour child taking the SAT, he might come upon an “oppo- 
Sites” question like this in a “verbal” section of the test: 


Choose the lettered word which is most nearly opposite in meaning to the 


word in capital letters. 


REPROACH: (A) commend (B) requite (C) reward (D) excuse 
(Axs.: A) 


(E) apologize 


A verbal “sentence completion” question might ask: 
r set of words which, when inserted in the 


+. choose the one word o. 
ence as a whole. 


sentence, best fits the meaning of the sent 
, expecting that modification 
necessary. 


Science is always s of its present 
theories will Sooner or later be found 


(A) final (B) original (C) tentative (D) practical (E) improving 
(Ans.: C) 
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Your child might be asked another verbal type of question like this one, 


Select the lettered pair of words which best expresses a relationship sim- 
ilar to that expressed in the original pair. 
SONG : REPERTOIRE 
(A) score : melody 
(B) instrument : artist 
(C) solo : chorus 
(D) benediction : church 
(E) suit : wardrobe 
(Ans.: E) 
In one of the series of reading comprehension questions, your child 
might be given several paragraphs that discuss ancient Egyptian and 
Mesopotamian culture and are followed by several questions about it, 
including one like this: 


It can be inferred from the passage that the Egyptians and Mesopotamians 
treated artistic motifs in 


(A) an identical way in both the early and the advanced periods of culture 
(B) a basically similar manner, but with small differences of style 
(C) astyle that reflects Indo-European origins 
(D) a manner that indicates borrowing on both sides 
(E) a basically unlike manner after the period of borrowing was over 
(The answer happens to be: E) 
Your child would find that the SAT questions testing his or her 
mathematical ability call on simple algebra and geometry, and frequent 


ingenuity. One mathematical question, for instance, could pose a prob- 
lem like this: 


The houses on the east side of a street are numbered with the consecutive 
even integers from 256 to 834, inclusive. How many houses are there on 
the east side of the street? 


(A) 287 (B) 288 (C) 289 (D) 290 (E) 291 (Ans: D) 


Your child could also meet a more involved mathematical question, 
such as: 


Four towns, W, X, Y, and Z, are on a straight road in the order named: 
The distance from W to Z is 44 the distance from W to X, and Y is % 


the distance from W to Z. What part of the distance from W to Y is the 
distance from W to X? 
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(A)% (B)3% (C)%e (D)%s (E) % (Awns.: C) 


On the SAT, your youngster would earn separate verbal and mathe- 
matical scores. His two SAT scores would be reported on an inten- 
tionally special scale which ranges from a low of 200 to a high of 800. 

A number of large scholarship programs require applicants to take 
the SAT. Among state scholarship programs requiring it are those of 
California, New Jersey and Rhode Island. Semi-finalists in the National 
Merit Scholarship Program also take the SAT, as do applicants in the 
National Presbyterian College Scholarship Program. The colleges 
which require the SAT for admission have many millions of dollars in 
scholarships and other financial aid to award, and often use SAT scores 
in deciding among their financial aid applicants. 

(The preceding six sample questions are reprinted with permission 
from the 1963 edition of A Description of the College Board Scholastic 
Aptitude Test, published by the College Entrance Examination Board. 
This booklet, which contains many illustrative examples of the different 
kinds of questions that are used in the Scholastic Aptitude Test, is 
revised annually and is supplied without cost to high+schools for dis- 
tribution to students before they take the test. The booklet may also be 
obtained on request by writing to either of the College Entrance Exam- 
ination Board addresses: Box 592, Princeton, New Jersey 08540, or 
Box 27896, Berkeley, California 94701 J 


—And the “PSAT.” Your child might also take a two-hour version 
of the SAT in the fall of his junior year in high school, the Preliminary 
Test or PSAT. About one million children a year 
which the CEEB offers so that high school 
r with its big brother and benefit from an 
to perform on the SAT itself 
l would 


Scholastic Aptitude 
currently take the PSAT, 
juniors can become familia 
early indication of how they are likely 
with minimum inconvenience and expense. Your child’s schoo 
give the PSAT, if it wishes to do so, and for it your child would be 
charged a fee of about a dollar. Verbal and mathematical scores on the 
PSAT range from a low of 20 to a high of 80, corresponding to SAT 
scores without the last digit. 

As with the SAT, your child receives a report of his scores on the 
PSAT and an explanatory booklet on their meaning generally for col- 
lege admission. These might be especially useful for you to study and 
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talk over with the boy or girl and his school counselor in order that 
sound college plans might be made comfortably in advance. 

College Board Achievement Tests. About a third of the million or 
more students a year who take the SAT also take College Board Achieve- 
ment Tests. These are one-hour objective tests in individual subjects. 
Among the fourteen offered at the regular College Board test sessions 
are ones in English composition, American history and social studies, 
chemistry, French, and “level one” or “level two” mathematics. Your 
child might take from one to three of these tests, as required by colleges 
in which he were interested, on the afternoon of a Saturday test date 
following the SAT and lunch. Your child might also do an exercise 
offered by the College Board along with the Achievement Tests, if it 
were required by a prospective college of his—the College Board Writ- 
ing Sample. This isn’t a test at all, but a one-hour composition of from 
300 to 500 words on a topic given at the test session. Your son or daugh- 
ter would write this with a ballpoint pen, pressing firmly to produce 
four copies on the carbon-backed paper supplied. The Writing Sample 
would not be marked, but would simply be sent to colleges as requested 


by your child so they might reach their own conclusions about his or 
her writing ability. 


24. The “ACT” Test Battery. If your child wanted to go to college 
in any of the twenty-eight or more states in which a state-wide college 
testing program affiliated with the American College Testing Program 
had been organized, he would very likely have to take the three-hour 
ACT test battery. More than 800 colleges and universities require or 
recommend the ACT for their applicants. The ACT is given in all fifty 
states and is taken by some half-million students a year. Well-known 
universities using the ACT test include Wisconsin, Illinois, Iowa, Ohio 
State, Minnesota, Oklahoma, Mississippi, Alabama, Baylor, Maryland 
and Arizona. Many of the private colleges in each ACT state also have 
their applicants take the test. Colleges and universities requiring the 
ACT test would be more likely to use it in guiding your child, placing 
him in appropriate freshman classes or courses, and considering him as 
a financial aid applicant, than in deciding whether or not to admit him. 

Your child would register and pay for the ACT test in advance, 
and would take it on the morning of a Saturday test date under the 
colleges’ supervision, in much the same way as with the CEEB’s SAT. 
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He would have three morning hours to work on the four parts of the 
ACT test, and, through his high school, he would receive a report of 
his test scores and their composite along with a booklet telling him in 
a general way what the scores mean. It would be interesting and prob- 
ably important for you to talk his scores and their meaning over with 
him and one of his school’s counselors. 

In taking the ACT battery, your child would come upon a number 
of reading passages in the first test, “English Usage.” Several words or 
phrases in each passage would be underlined, and for each underlined 
part he would be asked which one of several changes given, or no 
change, would be best in the light of the nature and purpose of the 
whole selection. He might be asked, for example, these questions about 
the opening part of one passage: 


A volcanic eruption is one of the 1. A. NO CHANGE 
most awesome spectacles in all B. beginning 
nature. An explosion or a series C. began 
of explosions begins D. begin 
-y (Axs.: A) 
the eruption, sending a great cloud 2. A. NO CHANGE 
billowing upward from the crater B. crater. In the cloud 
and in the cloud are gases from C. crater while in the cloud 
— D. crater in which cloud 


the volcano, water droplets, frag- (Axs: B) 


ments of solid material from the 
crater and the upper part of the 
volcano’s orifice, dust and chunks 
of rock shattered in the earth and 
hurled upward by the violence of 
the explosions. 


A question in the «Mathematics Usage” test of the battery might ask 


your child to solve a problem like this: 


Two oil wells pump oil continuously. One oil well produces 4000 barrels 
of oil per day, which is 33% per cent more than the other well pee ICS 
How many barrels of oil are produced daily by the two wells? 


A.5333% B. 6666% C.7000 D.8333% E. 9000 (Ans.: C) 


Your child would again meet â series of reading passages 1n = 
. a i ” =, s: 
ACT battery’s third test, “Social Studies Reading. After a paragraph 
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describing one interpretation of the American Revolution, for example, 
he might be queried: 


The internal-revolution interpretation argues that the limited enfranchise- 
ment 


fostered dissension between the North and the South 
brought about open warfare with England 


encouraged the formation of a two-party system 


nawr 


aided in the development of an elite class 


(The answer happens to be: D) 


Similarly, your son or daughter would work through a series of 
passages in the fourth test, “Natural Sciences Reading.” One he or she 


might meet could concern the mineral crystals called “zeolites” and be 
followed by this question: 


X-ray diffraction of zeolites shows 


A. numerous interstices B., water molecules C. charged atoms 
D. the position of the exchangeable ions (The answer happens to be: A) 


The ACT test battery has been developed according to a theory 
that differs somewhat from the theory underlying the SAT, for it at- 
tempts to present a sample of intellectual tasks typical of college 
studies. As a result, your child’s ACT test scores would tend to reflect 
general ideas and skills he has developed while in high school more than 
his SAT scores would. It would not, of course, reflect your child’s 
learnings in high school as closely as his scores on the SAT plus several 
College Board Achievement Tests, Many research studies have shown 
that, although the ACT test is based on a different theory than the 
SAT, it can predict your child’s average marks in college with about 
the same degree of probability as the SAT. 

(The five preceding sample questions are reproduced by permission 
from the 1963—1964 Student Information Bulletin of the American Col- 
lege Testing Program. The Bulletin is revised annually and gives 
examples of all types of questions asked on the ACT test. It is distributed 
to students without charge through their high schools, and may be 
requested by writing to the Program, Box 168, Iowa City, Iowa.) 
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One distinctive feature of the ACT program is its computation of 
predicted freshman academic averages of individual students at indi- 
vidual colleges. To any one of several hundred colleges to which your 
child might have his ACT test scores sent, predictions of the freshman 
year grades your child is likely to earn in that college would also be 
sent routinely with his scores. Your child’s predicted grade averages 
would be computed by ACT especially for that college. His predicted 
grades would be based on his ACT test scores, his grades in high school 
courses, which he reports just before taking the test, and a research 
study conducted by ACT for each college using its research service. 

Tf your child had taken the Iowa Tests of Educational Develop- 
ment before the ACT test battery, he would probably notice similari- 
ties in the kinds of questions asked in them. The ACT test is patterned 
after the ITED, and is based on the same underlying theory. The four 
parts of the three-hour ACT examination are similar to four of the 
nine tests in the ITED battery. New forms of the ACT test are con- 


structed for each year’s administration. 

25. The National Merit Scholarship Qualifying Test, or “NMSQT.” 
Some 800,000 boys and girls a year currently take the initial test in the 
National Merit Scholarship Program. This test is known as the National 
Merit Scholarship Qualifying Test, or NMSQT. Launched in 1955 with 
a spectacular Ford Foundation grant of $20,000,000, and an additional 
$500,000 from the Carnegie Corporation, National Merit now awards 
each year more than 1,600 college scholarships worth more than $6 
million for the four college years. Merit scholarships can range in value 
up to $1,500 or more for each of the four college years. 

To compete for a Merit scholarship, your son or daughter would 
first take the NMSQT. The test is offered to all high schools in the 
country, and more than 17,000 of them enrolling some 90 per cent of 
the nation’s high school students give it. Your child would take it on 
one of the two regular test dates in March of his junior year (or, in some 
cases, the first semester of his senior year), and would pay a test fee of 


a dollar charged to cover the costs of making and offering the test, and 
of providing interpretive materials to students and schools. 

In September of your child’s senior year, Merit would announce 
the names of some 14,000 semi-finalists selected on the basis of their 


NMSOT scores alone. The number of semi-finalists in each state would 
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be proportional to the number of the state’s high school graduates 
relative to all U.S. high school graduates. Semi-finalists represent fewer 
than 1 per cent of the high school seniors in any one state. 

Semi-finalists must take a second test, the SAT, be endorsed by 
their school and complete other routine steps to become finalists. It is 
from the finalist group that all Merit Scholars are selected. Winners are 
picked from among the finalists on the basis of factors which include 
high school record, test scores (both on the NMSQT and the SAT), 
and high school recommendation. Had your child become a semi- 
finalist, he would know whether or not he had won a Merit Scholarship 
early in the spring of his senior year. If he should win, the size of his 
award would be adjusted according to financial need. 

The NMSQT that could open or shut the door to a Merit scholar- 
ship for your child is a three-hour test in five parts. Like the ACT test, 
the NMSQT is similar to the ITED, and its five parts correspond to five 
of the ITED’s nine—English usage, social studies reading, natural sciences 
reading, mathematics usage and word usage. All students who take the 
NMSOQT receive through their schools reports of their scores and an 
explanatory booklet, which are helpful in guidance and college plan- 
ning. As previously noted, the Midwest member of testing’s “Big Six,” 
SRA, makes and gives the NMSQT under contract with National Merit 
Scholarship Corporation. 

—And the “NEDT.” Each year, more than a half-million students 
in the high school sophomore and freshman years are given the Na- 
tional Educational Development Tests by their schools. The NEDT is 
much like the NMSQT, also being a three-hour test with the same five 
parts corresponding to five parts of the ITED. The test fee per student 
is also a dollar, and schools can give it annually only during the week 
of the two March NMSQT test dates and, starting in 1964, during a 
week early in November. According to SRA, which makes the test, 
schools give it for use in counseling students about their choice of high 
school programs and their callege plans, and for assessing their aca- 
demic progress from year to year. 


There are still other tests and test series, each taken by tens or 
hundreds of thousands of children a year in American schools, but the 
ones above are the nation’s giants. Through his schooling, your child 
would be likely to take only several of these. For example, he might 
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take the Metropolitan Readiness in kindergarten, the Otis Quick-Scor- 
ing in second grade and the California Achievement and California 
Mental Maturity in grades 5 and 8. In high school, he might take the 
DAT and the Metropolitan Achievement in ninth grade, the Kuder in 
tenth, the ITED and the NMSQT in eleventh and the SAT and the 
Strong in twelfth grade. A pattern like this would be quite typical for 
a child going through school today. 

These or similar tests would bear on your child’s future at many 
points and in many ways. So far, we have seen only something of what 
these tests are. The vital questions—what they mean and don’t mean, 
how they can help or harm—lie ahead. 


Summary of America’s 25 Giant Test Series 

This listing summarizes the book’s identification of almost all of 
America’s most widely used test series. These are the tests taken by the 
large majority of the country’s 50 million schoolchildren; they are also 
the tests most likely to affect your children’s lives. Also summarized 
are the minimum, or full, estimates of the numbers of children a year 
who take each series. The estimates were generously provided for this 
book by the publishers of the tests, and in most cases are being made 
public for the first time. 


Millions of 
Test Series Name (and Children 
Nickname or a Year Taking 
Abbreviation) the Series * Publisher 


To Estimate Your Child’s 1Q or Learning Abilities: 
1. Otis Quick-Scoring Mental several (full) Harcourt, Brace & 


Ability Tests (Otis Quick- World 
Scoring or Otis IQ) 

2. Pintner General Ability 1 (full) Harcourt, Brace & 
Tests (Pintner IQ) World 


3. California Test of Mental 5 (minimum) California Test Bureau 
Maturity (CTMM) 

4. Lorge-Thorndike Intelli- 1(minimum) Houghton Mifin 
gence Tests (Lorge-Thorn- 
dike IQ) 

5. Henmon-Nelson Tests of 1 (minimum) Houghton Mifin 
Mental Ability (Henmon- 
Nelson IQ) 
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Test Series Name (and 
Nickname or 
Abbreviation) 


6. 


Primary Mental Abilities 


(PMA) 


7. Differential Aptitude Tests 


(DAT) 


8. School and College Ability 


Tests (SCAT) 


9. Kuhlmann-Anderson Tests 


(Kuhlmann-Anderson) 


Approximate minimum 
total, these tests: 


Millions of 
Children 

a Year Taking 
the Series * 


Publisher 


Y (minimum) 
1 (minimum) 
1 (full) 


2 (full) 


16⁄2 


To Measure W hat Your Child Has Learned: 


10. 


i. 


12. 


Stanford Achievement Test 


Metropolitan Achievement 
Tests 


Metropolitan Readiness 
ests 


-© California Achievement 


Test Batteries 


© Lee-Clark Reading Readi- 


ness Test 


. Iowa Tests of Basic Skills 


(ITBS) 


. Iowa Tests of Educational 


Development (ITED) 


- SRA Achievement Séries 


. Sequential Tests of Educa- 


tional Progress ( STEP) 


. Achievement tests in indi- 


vidual subjects—notably: 
Cooperative English Tests 


Evaluation & Adjustment 
Series 


10 (full) 
almost 10 
(full) 
several (full) 
5 (minimum) 
%2 (minimum) 
1 (minimum) 
1% (mini- 
mum) 
1% (mini- 


mum) 
1 (full) 


3 (full) 
1 (full) 


Science Research Asso- 
ciates 

The Psychological Cor- 
poration 

Educational Testing 
Service 

Personnel Press 


Harcourt, Brace & 
World 


Harcourt, Brace & 
World 


Harcourt, Brace & 
World 


California Test Bureau 
California Test Bureau 
Houghton Mifflin 


Science Research Asso- 
ciates 

Science Research Asso- 
ciates 

Educational Testing 
Service 


Educational Testing 
Service 

Harcourt, Brace & 
World 
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Millions of 


‘Test Series Name (and Children 

Nickname or a Year Taking 

Abbreviation) the Series * Publisher 

20. New York State Regents %2 (full) New York State Educa- 


Examinations (“Regents”) tion Department 


Approximate minimum 
total, these tests: 37 


To Help Your Child Choose a Career: 


21. Kuder Preference Record 2 (minimum) 
(the “Kuder”) 
22. Strong Vocational Interest 4 (full) 


Science Research Asso- 
ciates 
Consulting Psycholo- 


Blank (the Strong or SVIB) gists Press 
Approximate minimum 
total, these inventories: 2% 

To Help Decide Your Child’s College Opportunities: 

23. Scholastic Aptitude Test 1 (full) Educational Testing 
(SAT; popularly, the “Col- Service (for College 
lege Boards”) Entrance Examina- 

tion Board) 
—Preliminary Scholastic Ap- 1 (full) Educational Testing 
3 titude Test (PSAT) Service (for CEEB) 
4. American College Testing % (full) Science Research Asso- 
Program Examination ciates (for American 
(ACT) College Testing Pro- 
gram) 

25. National Merit Scholarship %0 (full) Science Research Asso- 

Qualifying Test (NMSQT) ciates (for National 
Merit Scholarship 
Corporation) 
—National Educational De- 2 (minimum) Science Research Asso- 
velopment Tests (NEDT) ciates 
Approximate total, these 
ens tests: 4 
Minimum total, all tests and 
inventories: 60% 


tu epn í 
numb (full)” following a number means that this is an estimate of the full or total 
nders taking the series a year; “(minimum)” means that this is a minimum esti- 


mati N A * 
€, lower than the total number taking the series a year by a small amount or 


Ower Se 
by as many as several million. 


Chapter 2 


How Bright 
Is Your 
Child? 


As much as any other personal quality, the developing power of your 
child’s mind can determine what your son—yes, or your daughter as 
well—will accomplish in life. Whether we like it or not, success today 


comes to people who have enough brainpower and training to master 


highly specialized skills, and to understand the large and highly in- 
volved organizations of modern America. 


Opportunities for unusually bright young people abound as never 

. TA e . . : ” 

before. Ahead of your children in many schools lie special “enriched 
or “fast-track” programs in the elem 


entary grades, and sequences of 
enriched, “honors” or “sifted- 


pupil” classes through high school. Even 
after an ordinary schooling, very bright and enterprising boys and 
girls will be plied with offers of admission and financial aid by the 
most renowned colleges in the land. In science, a bright son or daughter 
could qualify for a fellowship grant to pay for s 
Corporate recruiters vie to hire the brilliant graduate for executive 
training programs after college, or for executive or research jobs after 
advanced study. Spokesmen for one field after another beseech bright 
young people to consider their own business, science or profession be- 


cause shortages of superior men and women in almost every field leave 
wide room at the top. 


Opportunities of a different order but of equal importance lie 
before children of lesser degrees of brightness. Any child bright enough 
to get through school can find many ways to a useful, economically 
secure and satisfying adult life. But a child only moderately bright 


tudies beyond college. 
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must have appropriate education and training in order to be sure of 
getting a job and being able to pursue a career. 

For the uneducated and untrained, however bright, it has become 
harder and harder to find a place in the highly specialized working 
world. And the more wisely your child’s education and training are 
planned in the light of his level of brightness, as well as of his likes 
and dislikes, the more rewarding a life your child will have. 

f As a result, you carry a double responsibility for finding out how 
bright your children may be, and for helping them realize what oppor- 
tunities their brightness opens to them: first, for the sake of your chil- 
dren themselves, and second, for the rest of us, all of whose lives benefit 
the more that each person can apply his abilities to the full. 


Gauging Your Child's Brightness Without Tests 

that inevitable, age-old question in 
cial force today. You have unavoid- 
And so have others for whom the 
asingly important as he or she 


“How bright is my child?” 
parents’ minds—hits home with spe 
ably tried to answer it in many Ways. 
brightness of your child becomes incre 
grows. 

Personal impressions come earl 
on our own impressions and those o 


our children may be through their te 
times when they first learn to smile, to follow things with their eyes, 


to sit up, to stand, to take the first step, to say the first word. Later, we 
watch them to see when they first tie their shoes, throw a ball straight, 
count, read, bat, sew, skip rope, ride bikes, cross the street safely. We 
notice how fast they seem to catch on when we explain, how quickly 
they blurt out ideas in playing with other children. Through these 
youngest days, generally, we compare them with what they’ve been 
able to do before—most often, impatiently. 

Their school work makes us begin thinking of how bright they are 
compared with other children. By ingrained custom, teachers usually 
adjust their evaluations so that a few pupils in the class get the highest 
marks and a few just squeak through. Report cards and conferences 
with their teachers tell us—and tell the children themselves—how bright 
they may seem to a local officialdom if school work engages their 


interest. 
But the reactions of teachers and childre 


iest and stay longest. We depend 
f our friends to tell us how bright 
nderest years. We watch for the 


n vary. Some teachers may 
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have taken a liking to your child; some teachers or subjects may have 
captured his imagination. Other teachers may have disliked your child, 
or have been annoyed with his indifference to their subjects. Besides, 
teachers give marks to sum up what your child has done and not to 
judge impartially how bright he may be. It is rare, then, that we think 
that our children’s marks truly reveal their potential—especially when 
the marks are failing or just average, and even when they may be 
superior. 

Hobbies and interests our children develop make up another whole 
area in which we seek clues to their brightness. Your son may become 
absorbed in chemistry, collecting rocks, or photography. He might 
catch fire about Sherlock Holmes or baseball heroes, and read every 
last word about them on which he can lay his hands. Your daughter 
might give most of her time to ambitious Girl Scout projects, raise prize 
sheep in her 4-H club, read about birds or about movie stars or design 
and make her own clothes. More likely, you find the boy or the girl 
turning quickly from interest to interest, getting enthusiastic about one 
for a while, then going on to something else. “Just playing with the 


other kids” might take up much of a child’s spare time, in games, talk, 
expeditions. So might watching TV. 


Would these kinds of things—personal impressions, hobbies and 
pastimes, even marks in school—leave you feeling at all sure of your 
child’s brightness? They probably would not—and should not. You 
would have seen too much change in your children to have any fixed 
ideas of how bright they are. At times you'd have seen your child 
suddenly outdo himself by far. In occasional slumps or sulks you might 
have seen him turn terribly listless and dull. Teachers’ opinions of the 
boy or the girl would have varied widely as well, as we saw. If you 
had long been disappointed, you might always be looking ahead to 
Some great change to take place when he finally grows up. 

It is only against this background of doubt that intelligence tests 


(and all such ones of general mental ability) take on what limited but 
specific importance they have. i 


Tests Gauge Brightness Scientifically—But Within Stated Limits 


Standardized tests 


, : provide the only scientific way for seeing how 
bright your children a i 


re. They qualify as the usual authority on the 
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question in practical life, not because they are infallible, though, nor 
because they reveal all that needs to be known about your child’s 
brightness. Far from it. They qualify as an authority because they are 
the most informative and impartial tools for measuring brightness that 
have so far been developed. With millions of people, IQ tests have 
proven to be an invaluable check on personal impressions and judg- 
ments. How much they do reveal amazed people when they were first 
introduced—and would amaze us still if we did not take their powers 
largely for granted and did not hear mostly about their misuse, as we 
do today. In fact, it is because IQ tests seem to be so good but are actu- 
ally not perfect that they pose dangers to your children. These dangers 
make it advisable for you to know as much about the limitations of IQ 
tests as about their powers. 

One of the first things to realize about the limitations of IQ tests 
is this: Their limitations are defined with a degree of precision and 
detail seldom if ever found in other ways of judging people—for ex- 
ample, in school marking systems or business hiring decisions. More- 
over, the limitations of IQ tests stem from the extraordinary difficulty 
of measuring the powers of the mind. These powers have fascinated 
and perplexed many of the wisest men who have ever lived; in “reason 
or “intellect” they have seen the difference between human beings and 
all other creatures, and even one of the deepest mysteries of the uni- 
verse. The simple question, then, of the powers of a human mind 
echoes off into infinity, like a cheer in some great desert canyon. 


How Your Child’s Brightness Would Most Authoritatively Be Measured 


Your child’s brightness would be measured with most authority, 
many experts believe, by an “individual” intelligence test which de- 
scended directly from the first intelligence test ever invented—the Binet- 
Simon “Scale” of 1905. For example, Paul Woodring, the psychologist 
who is editor of the Saturday Review Education Supplement, thinks 
that an individually given intelligence test of this kind produces more 
satisfactory results than the kind taken by large groups of people ata 
time. Your child’s IQ score on an individual test would not necessarily 
differ from his IQ score on a group test, but his score on an individual 
test would be accompanied by qualifying observations made by an 


expert in giving the test. 
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Two such individual intelligence tests are widely used in the U.S. 
today, each being given to well over a million persons a year. Many 
millions of people throughout the world have taken both. These are 
the Stanford-Binet Intelligence Scale, the closest lineal descendant of 
the Binet of 1905; and the Wechsler Intelligence Scales, which differ 
in certain important details from the Stanford-Binet, but are based on 
much the same underlying principles. ; 

Your child would be given the Stanford-Binet by a specially 
trained psychologist, often one who has earned a doctor's degree In 
psychology. The man or woman might be the school psychologist, or 
a staff member of the child testing bureau or child guidance clinic in a 
school system or college to which you had turned for advice; he might 
be a clinical psychologist in private practice, or a psychiatrist. Even 
for psychiatrists, the Stanford-Binet and the Wechsler are among the 
most authoritative instruments for seeing in general how bright a 
person may be. 

Your child would probably enjoy 
with the Stanford-Binet, and should ce 
Psychologists have to make sure that c 
at ease in order to obtain scores that can be accepted as approximately 
accurate. Also, the blocks, cards and pictures used in the test are simple 


and colorful, having been developed to interest children. The test could 
well seem like a game to your boy or girl. 


If your child were given the Stanford-Binet before he was seven 
or eight years old, the testing might be completed in thirty or forty 
minutes. Were your child older, the testing might last as Jong as an hour 
and a half, including a recess or two. The questions would be put to 


your child by the psychologist; each series of questions would presents 


an interesting variety of puzzles or tasks that, by and large, can be 


worked by most children of a particular age according to actual try- 
outs with several thousand children, Ordinarily, the psychologist would 
begin with a series or level that is the one for children about a year 
younger than your child at the time. Your child would work through 
all the types of questions or exercises for one age level of the Stanford- 
Binet before going on to questions of the next level. 

If your child had not 
begin with the earliest leve 


the experience of being tested 
rtainly not find it disagreeable. 
hildren taking it are reasonably 


yet started school, the psychologist might 
l, that for the two-year-olds. In this level, 
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be measured with the Stanford-Binet 
gard as the most au- 
t to your child would 
terials like these. There are no multiple- 
‘ord-Binet. In fact, your child would 


Should your child’s intelligence 
Intelligence Scale, which many authorities re 
thoritative intelligence test, the expert giving i 
use a standard kit of testing ma 
choice questions on the Stanf 
speak or act out rather than ma: 
(Reproduced by permission of 


rk or write most of his answers on it. 
Houghton Mifflin Company, Boston.) 


ee simple geometric shapes out of 


your child would be asked to take thr 
d and put them back again after 


the holes in which they fit in a boar 
having seen the psychologist do it. He would also be asked to remember 


after a short interval under which one of three boxes he had seen the 
Psychologist hide a toy, to point to the main parts of a doll as the psy- 
chologist names them, to stack several wooden blocks into a tower 
after the psychologist had done so and to name or point to pictures of 
such common objects as a tree, articles of clothing and toys. In higher 
levels he would be asked to do such things as string beads in certain 
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ways, draw straight lines or circles, repeat series of numbers forward 
or backward, do several simple things in succession, say what certain 
words mean, remember things about stories the psychologist reads, ex- 
plain what to do in simple situations in his everyday life, find the funny 
or foolish detail in absurd pictures and recognize basic similarities or 
differences between such things as apples and oranges, or fishes and 
stones. 


All answers on the Stanford-Binet would be spoken or acted out 
by your child. He would not write down any of his answers, nor would 
he answer by marking one among several possible choices given to him. 
The person giving him the test would take full notes on his answers 
as they went along. A variety of answers or responses to any question 
could be right, with the examiner using judgment developed in long, 
supervised training to decide. The examiner would question your child 


further if any answer were unclear, or would encourage your child if 
he hesitates over a problem. 


The score your child would earn on the test would be calculated 
as a “mental age” of so many years and months. His mental age score 
would consist of the age of the highest level of the test on which he 
answered all questions correctly, plus a specified number of additional 
months’ credit for each question he could answer in the higher levels. 
The psychologist would have continued giving your child higher and 
higher levels of the test until your child reached a level on which he 
could not give the right answers to any of the questions. 


Your child’s “mental age” would of course indicate by how much 
he was ahead of or behind presumably representative children of his 
own age—of course, according to the test. For example, suppose he were 

years old and had earned a mental age score of twelve 
years and eight months. He would then be two years and two months 
ahead of average children his age in general mental powers or “intelli- 
gence” as measured by the Stanford-Binet, 

For the sake of simplicity, a 
up the relation between your chi 
age—the famous and familiar Int 
the IQ was an actual 
plied by 100. In this scheme 


single number would be used to sum 
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times 100 equals 100); a five-year-old with a mental age of seven would 
similarly earn an IQ of 140, while a five-year-old with a mental age of 
four would earn an IQ of 80. However, such simple division led to a 
child’s having different IQs at different ages in some cases, even though 
his test performance with respect to the average performance of chil- 
dren of his age had not changed. Partly because of this, IQs are now 
calculated so that, if your child performs equally far ahead of or behind 
the average performance of children at ages corresponding to his, he 
will get the same IQ at those ages. For example, the current Stanford- 
Binet IQ for your child if he were ten and a half and scored a mental 
age of twelve years and eight months, as we assumed above, would be 
117—and not the 120% that simple division would give. As small a dif- 
ference as 31% points has little or no practical significance, however, as 
we shall see. 

The old-fashioned IQ score of mental age divided by chronological 
age is called a “ratio” IQ. The widely used modern IQ score, which is 
calculated so that a child whose test performance remained equally far 
above or below average at different ages would get the same IQ scores 
at those ages, is called a “deviation” IQ. Your child would have earned 
a ratio IQ on early editions of the Stanford-Binet, but he would earn a 
deviation 1Q on the current edition. 

Your child’s performance on the Stan 
stantial authority as an index of his brightness for several basic reasons. 
Most of these reasons stem directly from Alfred Binet’s original con- 
Ception of the “scale” he introduced in collaboration with Theophile 
Simon in the Paris of 1905. First, Binet thought of “intelligence” as a 


Scientific abstraction, like electricity or energy, that could be detected 
only by its effects as observed in experiments. To measure its effects, 


he picked brief tasks or problems that required different kinds of intel- 
ligence to work. His major discovery was that such tasks could be used 
to test intelligence when arranged in ascending order of the ages at 


which most normal children could do them. Work on these tasks does 


Not require all the kinds of intelligent behavior you could think of. In- 


Stead, the tasks sample the kinds of intelligent behavior that can be seen 
objectively by any informed observer. This idea of a test as something 
that presents a sample of tasks requiring your child to display the abili- 
ties to be measured has inspired all standardized testing. On an intelli- 
Bence test, then, your child is simply asked to do a limited number of 


ford-Binet would carry sub- 
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things—but typical and significant things, so far as possible—that require 
various kinds of intelligence. 


Second, Binet used what people generally did on the test as the 
standard of measurement—the standard against which your child’s per- 
formance, for example, should be compared. In Binet’s view, just as the 
test performance provided an objective example of intelligent behavior, 
the extensive try-out of the test with large numbers of children pro- 
vided an objective standard of intelligent behavior. Such try-outs to 
determine the typical or standard performance on a test remain funda- 
mental in testing today. They are called “standardization.” Through 
the standardization of a test, your child can be compared with typical 
children of his age and background. 

It is mainly these two basic features of standardized testing that 
make it a quantitative, experimental branch of science. Each testing of 
an individual child is an experiment in which he earns a certain number 
of points for his objectively observed behavior in working the test. And 
the meaning of numerical scores on the test is in turn objectively de- 
fined by the large-scale experiment of standardization. Binet based the 
test, standards of performance on it and the test-taking itself all on 
experiments that could be analyzed numerically. Doing this made it 
possible for testing to develop in the same self-correcting way as sci- 
ences like physics and chemistry. 

However, it was to meet a poignant human problem rather than 
merely to make a scientific advance that Alfred Binet invented the 
archetype of all intelligence tests. In fact, the main concern of this 
lawyer-turned-psychologist, this reserved scholar who wore pince-nez 
and at one time fashionably sported a waxed mustache and goatee, was 
the feelings of children and their families. 

The immediate problem he solved was posed by the French Min- 
ister of Public Instruction. This official decreed in 1904 that retarded 
children were to be separated from their regular schoolmates and put 
into special classes and schools to be set up for them. Binet was then 
head of the experimental psychology laboratory at the Sorbonne. He 
was asked to advise the commission on the new plan about appropriate 
examinations for identifying retarded children. 

In later explaining his first thoughts about such examinations, he 


made a statement that could be a credo for standardized testing, even 
today: 
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It must be made impossible for those who belong to the Commission to fall 
into the habit of making haphazard decisions according to impressions 
which are subjective, and consequently uncontrolled. Such impressions 
are sometimes good, sometimes bad, and have at all times too much the 
nature of the arbitrary, of caprice, of indifference. 


His concern for the children involved, and the means he proposed 
to protect them, appeared as he went on to say: 


the interests of the child demand a more careful method. To be a 
member of a special class can never be a mark of distinction, and such 
as do not merit it, must be spared the record. . . . Furthermore, in prin- 
ciple, we are convinced, and we shall not cease to repeat, that the preci- 
sion and exactness of science should be introduced into our practice 
whenever possible, and in the great majority of cases it is possible. 


Behind Binet’s confidence in scientific methods stood much experi- 
mentation by psychologists in the late 1800s. These men had measured 
such characteristics of people as reaction time and sensitivity of hearing 
and sight. They even looked into separate mental faculties like memory 
and word association. However, none had discovered through experi- 
ments like these an even partially successful way of measuring general 


mental powers. 

Binet again reflected his concern for the interests of parents, chil- 
dren and teachers in explaining the 1908 revision of his scale. He mused, 
“a father and mother who raise a child themselves, who watch 


over him and study him fondly, would have great satisfaction in know- 
ing that the intelligence of a child can be measured, and would willingly 


make the necessary effort to find out if their own child is intelligent.” 
Of teachers, he declared: 


We think especially of teachers who love their profession, who interest 
themselves in their pupils, and who understand that the first condition 
of instructing them well, is to know them. All such teachers seek, more 
or less successfully, to make an estimate of the intelligence of their 
pupils; but they have no method. . . . Primary school inspectors have 


often told us of zealous teachers who have had the ingenious idea of 
composing psychological portraits of their pupils, and we have looked 
over these collections of portraits with interest. We have congratulated 


and encouraged the authors without telling them frankly what we 
thought, which was that they were working without method, like a very 
intelligent but unscientific man who would try experiments 1n bacteri- 


ology with unclean tools. 
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Such teachers analyzed only the individual pupil, in isolation, he noted. 
The method they Jacked was one with which they could compare the 
individual pupil with his peers generally. 

Binet was well aware of the subtleties and complexities involved 
in appraising intelligence, particularly in the case of young children. He 
believed that a competent examiner—or “a good experimenter,” as he 
phrased it—should really learn to use the Binet-Simon scale by watching 
how he and his associates gave it. He warned against one major kind of 
error in giving the test in words that still epitomize the major advantage 
of an individual intelligence test: “recording the gross results without 
making psychological observations, without noticing such little facts 
as permit one to give to the gross results their true value.” (The other 
major kind of error against which he warned, incidentally, was to give 
unfair hints in encouraging a child:to attempt a problem or clarify an 
answer.) 

Psychologists in many countries translated and experimented with 
the early Binet scales—among them, Henry H. Goddard, an American 
pioneer in education for the feeble-minded—and Binet incorporated a 
number of their ideas as well as his own in still another revision which 
was issued in 1911, the year of Binet’s death at the early age of fifty- 
four. Before he died, though, he realized through the wide interest that 
had already been shown in his work something of its eventual signifi- 
cance. “, . . Methods of measuring individual intelligence have not a 
speculative interest alone,” he wrote; “by the direction, by the organi- 
zation of all the investigations, psychology has furnished the proof (we 
do not say for the first time but in a more positive manner than ever 
before), that it is in a fair way to become a science of great social 
utility.” 

Both of the widely used individual intelligence tests which your 
child might be given today are adaptations and improvements of Binet’s 
scales. Of these, the Stanford-Binet Intelligence Scale resulted chiefly 
from the work of Lewis M. Terman, a psychologist interested in “the 
great problems.of genius” rather than retardation. Terman and his col- 
leagues at Stanford University developed the first Stanford Revision of 
the Binet. They standardized it on normal and bright children, and had 
it published in 1916 (by Houghton Mifflin, as we saw earlier). Subse- 
quent revisions appeared in 1937 and 1960. On the 1960 revision there 
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are twenty levels (one cach at half-year intervals for mental ages of 
two through five, and at one-year intervals for mental ages of six 
through fourteen, with four adult levels named “average” and “superior 
I, II and III”). 

The other individual IQ test which your child would be most 
likely to take, the Wechsler, was developed by David Wechsler, a 
clinical psychologist, and his colleagues at Bellevue Hospital in New 
York City. It was published in 1939 (by The Psychological Corpora- 
tion). Wechsler developed the original version of his scale especially 
for adolescents and adults, and designed its questions to interest them 
rather than small children. Its two current versions are the Wechsler 
Intelligence Scale for Children, issued in 1949, and the Wechsler Adult 
Intelligence Scale, issued in 1955. 


kit of materials related 
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Were your child to take the “WISC,” which is for children from 
five to fifteen, he would be given sequences of questions that are all of 
the same kind in succession. Types of questions would not be mixed in 
together according to age level, as in the Stanford-Binet. Your child 
might first go as far as he could on the “General Information” test, then 
the “General Comprehension” test, and so on through Arithmetic, Simi- 
Jarities, Vocabulary and Digit Span. These are the six “verbal” tests of 
the Wechsler. The WISC’s “performance” tests are these: 


Picture Completion, in which your child would be shown pictures 
of common objects with a part missing and be asked to point out the 
missing part; 

Picture Arrangement, in which he would put the pictures of each 
set of three into their correct time sequence; 

Block Design, in which he would arrange colored blocks into de- 
signs like samples shown him; 

Object Assembly, a jigsaw-puzzle kind of test using only several 
large pieces of simple shape; 

Coding, in which he would first be shown pictures of things like 
a star, a ball and a triangle, each with an associated mark (cross, dot, 
etc.), then be asked to write the associated mark after each pictured 
thing in a long series of them; 

Mazes, in which he would trace the way through given labyrinths. 

As with the Stanford-Binet, the Wechsler would be given to your 
child by a highly trained individual examiner. Your child would meet 
many questions on the Wechsler’s verbal sections which are of much 
the same types as questions on the Stanford-Binet, though the perform- 
ance sections would be quite different. He would, accordingly, be given 
separate “verbal” and “performance” IQ scores, as well as an overall IQ 
score. Also, as with the Stanford-Binet, your child would earn an over- 
all IQ on the Wechsler based on the extent to which his work on the 
full test had differed—or “deviated”—from the average given for his 
age, rather than on the quotient of his mental age divided by his chron- 
ological age. Such a “deviation IQ,” in fact, was used with the first 
Wechsler—the Wechsler-Bellevue Intelligence Scale of 1939—which 
proved to be of “great value” in World War II military hospitals, ac- 
cording to one observer. This Wechsler-Bellevue has since been super- 
seded by the Wechsler Children and Wechsler Adult scales. 


nee 
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How Your Child’s Brightness Would Most Probably Be Measured 


Your child is far more likely to have his or her brightness measured 
with a “group” test than with an individual one like the Stanford-Binet 
or the Wechsler. These group tests are the intelligence or general abil- 
ity tests described in the first chapter—the Otis Quick-Scoring, the 
Lorge-Thorndike, the California Mental Maturity, the TEA, DAT, 
SCAT and so on. Many millions of children a year take these group 
tests as a matter of course in the schools. By contrast, the special, indi- 
vidual administrations of the Stanford-Binet and the Wechsler in the 
schools number only in the hundreds of thousands a year at most. Much 
of their use is in mental health clinics and agencies instead. Group tests, 
incidentally, are simply those that can be taken by groups of people at 
once, rather than by only one person at a time. 

Group IQ tests burst suddenly and massively on the American 
scene in World War I. When the U.S. entered the war in 1917, the 
American Psychological Association appointed a committee of five emi- 
nent psychologists to recommend ways of applying psychology in the 
war effort. Among the five was Lewis Terman, whose Stanford-Binet 
revision of 1916 had already generated wide interest among psycholo- 
gists. The five saw great advantages in using Terman’s test to classify 
draftees for assignment to different kinds of training and duties. At first, 
they considered the enormous problem of giving it individually to hun- 
dreds of thousands of men. However, a few psychologists had begun 
to experiment with group test adaptations of the new Stanford-Binet. 
Among them was one of Terman’s graduate students, Arthur S. Otis, 
who had just finished successfully developing a group IQ test as his 
doctor’s degree dissertation. Otis was invited to join the five. Together, 
they led one hundred or more hastily recruited psychologists in writ- 
ing, trying out and making final selections of questions for group tests 
essentially like the ones Otis had devised. These early group IQ tests 
were evaluated by seeing if large numbers of people earned much the 
same scores on the group tests as they, did on the Stanford-Binet ra 
This is still one of the main ways of seeing how well or poorly a group 
IQ test works today. = i 

The psychologists then won permission to try the a aut 
large cross-section of men in the Army. They found that the average 


score of corporals was higher than that of enlisted men generally, the 
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average score of sergeants was higher than that of corporals and the 
average score of officers was much higher than that of sergeants. As 
Otis later remarked, the results “sold the Army completely,” as you can 
imagine they might. 

The “Army Alpha,” as the test was called, and a parallel, pictorial 
“Army Beta” for illiterates, were used to test and classify more than 
1,700,000 men in the short nineteen months of America’s part in the 
war. The test questions were quite similar to the ones on the verbal and 
pictorial IQ tests which your child takes today. No one now doubts 
that the tests were fairer and more effective than any other techniques 
that would have been practical to use at the time. Standardized group 
testing had made its first substantial contribution to American life. 

In the 1920s the country entered on a fad of indiscriminate intelli- 
gence probing with group tests. The Army Alpha and Army Beta were 
released for civilian use. The original “committee of five” introduced a 
National Intelligence Test. Otis developed the Otis Group Intelligence 
Scale for publication by the World Book Company. Many other psy- 
chologists less experienced in the new technique followed suit, and tests 
were made for persons of all kinds and ages. School systems and em- 
ployers began testing on a large scale. “IQ” joined the “Boop-Boop-a- 
Doo” of the new jazz in the popular lingo. 

Like the great bull market in stocks of the 1920s, IQ testing first 
boomed on a crest of unwise speculation. And like the stock market, 
the over-inflated crest of careless trading in IQs finally collapsed. More 
and more people found that IQ tests did not perform infallibly, did not 
reveal each individual’s complete, fixed and innate intelligence. Walter 
Lippmann, who was then at the beginning of his fame as a journalist, 
was especially influential in attacking psychologists for what he claimed 
was their pretense to test what they could not define. Hostility toward 
IQ tests became widespread. Only the tests from unusually responsible 


sources, such as the Stanford-Binet and the Otis, continued in fairly 
substantial use. 


By 1930 the reaction against testing had gone so far that one psy- 
chologist—a man who had a profound effect on the tests that shape the 
life of your child today—struck down his major scholarly work up to 
that time. Carl Campbell Brigham had analyzed the Army test scores of 
12,000 foreign-born Americans for his book, A Study of American In- 
telligence, which appeared in 1923. On the basis of test scores, he 
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showed in the book, immigrants from Northern European nations ap- 
peared more “intelligent” than those from Southern European nations. 
He concluded that the Nordic strains had greater mative intelligence— 
reflecting a widespread fallacy of the day that IQ tests actually meas- 
ured native intelligence. The book undoubtedly had an effect on the 
immigration law adopted by the U.S. in 1924, for the restrictive new 
law favored Northern Europeans over Southern Europeans. 

Brigham demolished his book in an article he wrote for the Psycho- 
logical Review in 1930. In the article he bitterly declared, “Psycholo- 
gists have been attacked because of their use of the term ‘intelligence,’ 
and have been forced to retreat to a more restricted notion of test score. 
Their definition of intelligence must now be, ‘score in a test which we 
consider to measure intelligence.’ ” Near the end, he said that, “For 
purposes of comparing individuals or groups, it is apparent that tests in 
the vernacular [that is, in the language of one country] must be used 
only with individuals having equal opportunities to acquire the vernacu- 
lar of the test.” And he wiped out his major work in the article’s very last 
sentence: “. . . recent test findings . . . show that comparative studies 
of various national and racial groups may not be made with existing 


tests, and . . . show, in particular, that one of the most pretentious of 


these comparative racial studies—the writer’s own—was without founda- 


tion.” 
At the time, Brigham and his colleagues of the College Entrance 


Examination Board were perfecting a test of what they might have 
called intelligence some years before. Instead, they called it the Scholas- 
tic Aptitude Test. This is the SAT, which is the country’s most widely 
used college admissions test today, as we saw in the first chapter. To 
this day the CEEB and its contract service agency—Educational Testing 
Service, one of the biggest of testing’s “Big Six”—use “scholastic apti- 
tude” or “school and college ability” rather than “intelligence” to de- 
scribe their influential tests of general mental abilities. 


The Great IQ Controversies: Do Tests Really Measure 

Your Child’s Intelligence? 

Carl Brigham’s salvo of 1930 was only one of many cannonades 
fired in battles which have long raged over intelligence testing. At issue 
is whether or not IQ tests really do measure your child’s intelligence. 
Some authorities think that they do. “For many clinicians, educators, 
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and others concerned with evaluation of general ability level,” writes 
Professor Anne Anastasi of Fordham University, “the Stanford-Binet 
IQ has become almost synonymous with intelligence.” David Wechsler 
flatly asserts, “The view that we do not know what we are talking 
about when we speak of intelligence is . . . not true by any compara- 
tive standards.” He adds, emphatically: “actually we now know more 
about intelligence than we do about any other mental function.” 

By contrast, two eminent authorities in testing would not call your 
child’s IQ a measurement of his “intelligence” in the ordinary full sense 
of the word. Professor Robert L. Thorndike of Teachers College, Co- 
lumbia University, observes that “perhaps scholastic aptitude” would 
have been a better name for his own Lorge-Thorndike Intelligence 
Tests. Although other names, like scholastic aptitude or mental ability, 
“are to some extent circumlocutions,” he comments, “ ‘intelligence’ per- 
haps claims more than tests can deliver. It is important to temper our 
expectations of an intelligence test, to realize that it gets at abilities to 
handle certain abstract symbols that are part of intellectual function- 
ing.” 

Professor Thorndike’s caution about measuring your child’s “intel- 
ligence” with tests is shared by Professor Lee J. Cronbach of Stanford 
University. All through his work on the Essentials of Psychological 
Testing, Cronbach scrupulously refers. to intelligence tests as “general 
mental ability tests.” At one point he notes with approval that “the 
term intelligence test is being replaced by such terms as test of general 
mental ability or test of general scholastic ability.’ The trouble with 
“intelligence” as a test name, he says, is that it “often connotes some sort 
of inborn mental superiority. Performance on the test is influenced by 
many things not included in this concept of ‘intelligence.’ The test calls 
for knowledge, skills and attitudes developed in Western culture, and 
perhaps better developed in some environments than in others. An ‘in- 
telligent’ person will do badly if he lacks the background the test re- 
quires.” 

; Some professors are even more vehement about IQ tests, denounc- 
ing even any attempt to measure general intellectual abilities. In attack- 
ing the whole idea, psychologist Calvin W. Taylor of the University of 
Utah has said that, “The mind is far too subtle and complex to be rep- 
resented by a single score or by only a handful of scores in a test. It is 
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an insult to the human mind to allow this over-simplified point to 
stand.” Joel H. Hildebrand, a famed chemist of the University of Cali- 
fornia, has assailed IQ tests not only for allegedly making “the child 
responsible for failure in school and serving as an excuse for poor teach- 
ing, but for doing “a great disservice to creativity in education.” Criti- 
cizing further, he said that “the best person able to appraise promise as 
a mathematician is a gifted teacher, and not a professional tester.” 

Looking back, though, you can easily see why the early intelli- 
gence testers thought that they really were measuring intelligence. For 
centuries before them, genius and imbecility had been regarded with the 
purest superstition. Genius just happened as a gift of the gods—or, as 
Plato thought, through divine inspiration of otherwise quite ordinary 
mortals. On the other hand, idiocy blended into insanity, and was long 
thought to be caused by supernatural forces from the opposite quarter 
—possession by demons or the devil. Mental abilities between these flam- 
boyant extremes were explained by two theories. Conservatives believed 
that the rich and the noble were naturally smart, and the common 
people were naturally stupid, except for those few cases in which God 
or the Devil had apparently stepped in. Revolutionaries, philosophers 
and scientists of recent centuries thought instead that all men—all nor- 
mal men, anyway—had exactly the same mental potential as part of 
a uniform human nature. In fact, the experimental psychologists who 
laid the groundwork for Binet’s startling achievement insisted that there 
were no significant psychological differences from one individual to 
another. Among these leaders was Wilhelm Wiindt, who opened the 
world’s first laboratory of experimental psychology at the University 
of Leipzig in 1879. Wiindt and his students measured things like sensi- 
tivity of hearing or color vision and reaction time to determine what 
the uniform human capabilities were. They ignored questions raised by 
differences they recorded in individual performances. 

The first bright light to be cast on the question of how your child’s 
mental capacities differ from those of other individuals radiated from 
an English scientist, Sir Francis Galton. He in turn had been fired by 
the theory of evolution introduced in 1859 by his cousin, Charles Dar- 
win. Men of genius fascinated Galton. Their abilities differed so enor- 
mously from those of most men that he could not ignore questions 


about the reasons behind individual differences. 
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As one example of the tremendous extent to which intellectual 
performance could vary, he described the results of the mathematics 
honors examinations at Cambridge University of his day. Students spent 
forty-four hours taking these marathon examinations—five and a half 
hours a day for eight days. Among 200 men who scored highest in two 
successive years, Galton reported, almost half—98, to be exact—earned 
1,000 or fewer “marks” or points out of a possible 17,000. But one man 
earned about 6,000 points, three some 7,000 and the top man some 
8,000. In another year the top man or “senior wrangler” had earned 


thirty-two times as many points as the year’s lowest man who still won 
math honors! 


We have Galton to thank for first applying the now-famous “nor- 
mal distribution curve’’—the bell-shaped curve according to which your 
child’s teachers probably mark their classes today—to human abilities. 
Galton had been amazed and delighted to sce how Alphonse Quetelet, 
astronomer-royal of Belgium, had proven that all kinds of physical quali- 
ties of people described the normal curve when plotted on a graph— 
among them, the chest measurements of 5,738 Scottish soldiers, and the 
height of 100,000 Frenchmen called up in the draft. Then, in an historic 
demonstration, Galton showed that the marks made by the seventy-two 
men who took the admissions examination for Sandhurst, the British 
West Point, in December 1868, followed the normal curve almost per- 
fectly (except at the lower end, where Galton assumed the men either 

did not venture to compete or were plucked.”) Since then, hundreds 
of similar graphs have confirmed his insight: in any group large enough 
to be representative, intellectual powers and accomplishments are dis- 
tributed in close accordance with the normal curve. 

At the same time, to account for the rise of geniuses, Galton seized 
on Darwin’s idea of evolution. Genius was inherited, he believed, and 
to prove it he played the old British parlor game of tracing genealogies 
through a whole great book, Hereditary Genius; An Inquiry into Its 
Laws and Consequences, which was published in 1869. i 

However, you should not jump to the conclusion that your chil- 
dren simply inherit the same mental equipment as yours. There is more 
to the story than that. Binet’s scales of intelligence make up the next 
chapter. As we saw a few pages ago, they accomplished two things, 
both of which amazed the psychological world. Where Galton had 
considered genius, Binet studied idiocy. Accordingly, Binet’s scales first 
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of all provided a far more illuminating and reliable way than any then 
available for telling the difference between children who were normal 
retarded, morons, idiots and imbeciles. And second, Binet’s whole idea 
of mental age and tests to measure it provided a means with which the 
mental powers of any child could be measured. 
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For any fairly large group of individuals, scores on tests of general 
mental ability usually follow the familiar bell-shaped “normal curve 
of distribution” when plotted on a graph. The fact that scores often 
do follow the pattern of the normal curve helped convince developers 
of early intelligence tests that they were measuring a trait of people 
as physiological as height or weight, which also describe normal 
curves when graphed for large groups. However, far more than 
physiology has since been found to be involved in tested intelligence. 
The usual normal curve pattern found for mental ability test scores 
reflects the fact that most people score around the average on these 
tests, and fewer and fewer people earn scores which are increasingly 
high and increasingly low. As an example, this tally sheet of the 
scores on the School and College Ability Test of ETS earned by a 
few hundred pupils (with the highest-scoring children tallied at the 
top and the Jowest-scoring at the bottom) shows the ends of the 
tally marks outlining an approximate normal curve—a normal curve 
which is tipped up on end and a bit fat on the above-average half. 
(Reproduced by permission of Educational Testing Service.) 
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Binet’s scales struck his contemporaries as a dazzling revelation 
about human intelligence because of the darkness in which the question 
of mental powers had been shrouded for centuries. When early experi- 
ments with the Binet and the Stanford-Binet showed that scores closely 
followed the normal curve, the conclusion that indeed they did measure 
intelligence seemed inescapable. The conclusion became still more sol- 
idly fixed as more and more evidence came in to show that, in general, 
the IQs of children remained just about the same year after year. 

But in the shadow of Galton’s work on inherited genius, psychol- 
ogists of the 1920s began one of their first great battles over the mean- 
ing of IQ scores. This one hinged on the question raised a moment ago: 
Do your children simply inherit minds like your own? As more and 
more men of renown joined the controversy, it became famous as the 
one fought over “nature or nurture.” Early contenders were handi- 
capped in waging it by not knowing even such now commonplace facts 
of human heredity as the difference between identical and fraternal 
twins. It nevertheless raged on for many years because of the educa- 
tional and social issues at stake. If intelligence was-merely inherited, for 
example, the whole country might eventually freeze into rigid social 
classes according to heredity—and a child’s whole schooling could be 
completely mapped out even before he were born! 

To this day the question has not been answered in favor of either 
“nature” or “nurture” as the prime source of intelligence. The best an- 
swer seems to be, “both,” in unknown proportions which do not a ppear 
important enough to investigate further. Robert S. Woodworth of 
Columbia University, a member of the old committee of five on the 
Army Alpha, and one of the leading psychologists of his time, gave an 
answer which stands essentially as a final one in 1941. In it he samma- 


rized a decade or more of “twin studies”—ones made, at long last, with 
identical twins. 


“Two conclusions seem probable,” Woodworth said, “even though 
the sample is still far too small to make either conclusion sure.” His first 
conclusion concerned “nurture,” or environment. “Radical differences 
in education can create substantial differences in intelligence,” he said, 
“So far as intelligence is measured by our tests.” Nevertheless, the effect 
of “nature” or heredity is still very strong. As he pointed out, “the 
difference [in measured intelligence] between identical twins reared 
apart are remarkably small except in those cases where the contrast of 


nw 
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educational advantages was very great. For the majority of separated 
identicals the IQ difference was no greater than for identicals reared 
together.” Woodworth heavily emphasized the importance of heredity, 
stressing that “the differences [in IQ] found among the children of an 
ordinary community are not accounted for, except in small measure, 
by differences in homes and schooling.” 

You can be fairly confident, then, that your child is not at first a 
complete blank which only his experiences will shape. As with his phys- 
ical form, at least part of his mental capacities come from you and your 
ancestors. 


The Burning Question of Negro Intelligence 


But the large extent to which your child’s experiences could affect 


his test scores can be judged from a second great controversy which 
raged over the meaning of IQs and intelligence. This is the campaign 
in which Carl Brigham repudiated his own major study. It centered 
around the burning issue of racial differences in intelligence—and espe- 
cially in Negro intelligence. The resolution of this controversy about 
the “cultural bias” of IQ tests provides what is probably the strongest 
reason for not considering IQ tests as measures of pure intelligence. 
Army testing in World War I supplied masses of evidence for the 
great public debate over Negro intelligence. It had shown that Southern 
Negro recruits on the average earned lower IQs than Southern whites, 
and that Northern Negroes had similarly averaged lower in tested “in- 
telligence” than Northern whites. Subsequent IQ studies of Negroes 
and whites living in the same general areas showed much the same 
thing. A number of leading psychologists concluded that inferior intel- 
ligence was thus an inherent racial trait of the Negroes. As one of them 


put it at the time: 


s in the case of the Indian, we have a 
ured by our present intelligence tests 
tes. The greater the amount of white 
of the two races, the greater is the 
and this takes place because of the 


In the case of the Negro and perhap: 
race of inferior intelligence as meas! 
when compared with American whi 
blood entering the various mixtures 
intelligence of the resulting progeny, 
inheritance of mental ability. 


However, other psychologists refused to believe that inherently 
inferior intelligence led to the lower average test scores of Negroes. 
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They attacked colleagues who upheld the theory of racial inferiority in 
several ways. Otto Klineberg, who came to prominence as one of the 
attackers, first gave new analyses of the old World War I testing data. 
The average IQ for Negroes from selected Northern states, he pointed 
out, had been higher than the IQs of whites from selected Southern 
states. Later, in the 1940s, when two anthropologists used his figures in 
a troop information booklet on The Races of Mankind, the Military 
Affairs Committee of the House of Representatives ordered the booklet 
withdrawn from Army distribution as “unfit for U.S. soldiers.” Kline- 
berg also discovered that the IQs of Southern Negroes increased after 
they had moved north to New York—a finding that was confirmed for 
Philadelphia as well in a study showing that Southern-born Negro chil- 
dren tended to have higher IQs the longer they lived in Philadelphia. 

Another investigator had tested the IQs of more than a thousand 
Negroes classified by skin color as black, brown or yellow, and had 
found that, the lighter the skin color, the higher the IQ. The psycholo- 
gist concluded that the higher the portion of white blood in Negroes, 
the higher the IQ. Two Chicago psychologists attacked his conclusion 
by analyzing the mixture of white and Negro blood lines in 103 Negro 
children in the city’s public schools who had Stanford-Binet 1Qs of 120 
or more. Two-thirds of these superior Negro children were of pure 
Negro or predominantly Negro ancestry; as a group, they had less 
white ancestry than the American Negro population as a whole. More- 
over, the brightest child among them—a girl with the staggering IQ of 
200—had no white forebears at all! 

Evidence indicating that IQ scores are not determined by color 
of skin still mounts today. As recently as the summer of 1963 a Univer- 
sity of Wisconsin scientist reported on a study of 941 school children 
on Jamaica in the British West Indies. In Jamaica, skin color does not 
limit a family’s social standing. The investigator found that the tested 
intelligence of the Jamaican children varied according to their educa- 
tional and economic advantages, not according to the color of their 
skin. 

Asa result of such studies, the theory of inherent racial differences 
in intelligence has been largely abandoned. Psychologists agree that 
tests can appraise intelligence only as it is developed in particular cul- 
tural surroundings. Some psychologists have tried to make tests that 
would work as well for the Chinese coolie, the Australian aborigine, 
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the African pigmy, the Bedouin and the Eskimo as it would for the 
children of Minnesota wheat farmers, New York bankers, Alabama 
sharecroppers and Texas oilmen. These attempts have all failed. Most 
psychologists now think it impossible to build an intelligence test that 
would be entirely “culture-free,” as they call it. One authority, for ex- 
ample, notes that a test battery developed to be culture-free over a 
twenty-year period did succeed in showing no significant differences in 
group performance when tried out in the U.S., France, Britain and 
Australia. However, group performances on it were “significantly 
lower” when it was taken by people in “other and dissimilar cultures.” 
This suggests, he concludes, that “not only is it highly improbable that 
culture-free tests can be developed, but that tests should be labeled 
‘culture-fair’ only when used in countries whose cultures are essentially 
similar.” Í 

In other words, all standardized tests yield results which are likely 
to vary from people of one culture to another. Any test favors people 
native to the culture in which the test was built and standardized. This 
holds true even for the all-pictorial “non-language” or “non-verbal” 
tests, and for such “performance” tests of the Wechsler Intelligence 
Scale as the picture arrangement or mazes tests. The cultural basis of 
any test is reflected not only in the kind of things asked about on it, but 
in the attitudes that its authors assume on the part of the people who 
take it. With respect to attitudes, for example, co-operation is the soul 
of the life of the Zuñi Indians in the American Southwest. The Zuñi 
automatically hold back from outdoing each other. As a result, IQ test 
scores of Zuni children usually contradict everything else that is known 
of their brightness. With respect to the kind of things asked about on 
a test, an odd illustration of incidental effects occurred in an experiment 
once made by Egyptian psychologists. These scientists gave a mosaic 
design test much like the “block design” test on the Wechsler Scale to 
the children of a primitive desert band. Apparently because the mosaic 
test resembled some of their favorite games, these children of the desert 
wilds averaged higher on it than the children of industrial Europe. 

Negroes have often averaged lower than American whites in scores 
on IQ tests, then, because of limitations in their background rather 
than in their inherent potential. The tests have necessarily reflected the 
Negroes’ cultural handicaps in America—so well, it seems, that we could 
probably take an increasing average level of Negro IQs as one index of 
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their progress toward equality with American whites. 

Your own child could, of course, be similarly handicapped by 
cultural disadvantage on intelligence tests, or could enjoy a cultural 
advantage on them. IQ tests do not measure your child’s pure intelli- 
gence. They measure it only as it acts within a particular cultural set- 
ting. As we saw from the sample questions given before, this setting 
for the most popular IQ tests is often that of American middle class, 
with its pets, toys, stories, furniture, houses, names, conversation, read- 
ing matter, sports, foods, clothes, shops, cars and coins. 

Whether or not good IQ tests really measure your child’s intelli- 
gence depends, then, on what you mean by intelligence. After long 
controversy, research ruled out two parts of a possible meaning—a 
capacity of your child that is cither exclusively inherited or exclusively 
developed, or a capacity that would be the same whether you were 
living as a Hottentot or a Malay, on Park Avenue or in Harlem. But if 
you mean brightness in handling basic language and ideas of our mod- 
ern industrial world, in solo performance given on demand, then IQ 
tests do measure your child’s intelligence. 


This was called “abstract” intelligence some years ago by Edward 
L. Thorndike, one of testing’s eminent pioneers (and the father of the 
Robert L. Thorndike we have met in these pages). The other two kinds 
of practical import, Edward Thorndike suggested, were concrete in- 
telligence and social intelligence. Concrete intelligence is ability to 
work with material things. Social intelligence is ability to work with 
people. Neither is examined very well by conventional group IQ tests. 

The abstract qualities involved in IQs were stressed in a talk a few 
years ago by Emery R. Walker, Jr., dean of admission at Claremont 
Men’s, Harvey Mudd and Pitzer colleges in Claremont, California, 
when he said that “our opinion of these tests suffers a little every time 
we press our noses to the window during a rainstorm and see some of 
our high IQ colleagues out there talking.” He also spoke in the old 
tradition of Carl Brigham at that College Board meeting when he re- 
marked, “The only definition of intelligence I can get eat of the psy- 
chologists is, ‘that quality which is measured by intelligence tests.’ ” 

However, a modern definition of intelligence is offered by David 


Wechsler. “Intelligence, operationally defined,” he says, “is the aggre- 
gate or global capacity of the individual to act purposefully, to think 


HOW BRIGHT IS YOUR CHILD? / 81 


rationally, and to deal effectively with his environment.” He agrees 
with Dean Walker, though, more than one might expect of an IQ test 
author. “It would seem that, so far as general intelligence is concerned, 
intellectual ability, per se, merely enters as a necessary minimum,” he 
observes of the ability that IQ tests mainly measure. And he adds that 
“possession of this ability is no guarantee that behavior as a whole will 
be very intelligent in the sense defined above.” Everyone, he says, can 
recall “persons of high intellectual ability in some particular field whom 
they would unhesitatingly characterize as below average in general 


intelligence.” 


You Can Raise Your Child's IQ—If 


As you can probably now guess, you could raise your child’s IQ 
scores under certain circumstances. If he had never seen an IQ test 
before, he might gain up to three or four points by trying one out; 
after that, practice alone would probably have no further effect. How- 
ever, if he were culturally starved, you might raise his IQ scores by 
as much as forty points with séveral years of exposure to reading, mag- 
azines, museums, plays, art galleries and intensive, heavily financed 
schooling and guidance. Precisely this has been accomplished in a series 
of magnificent experiments financed with the help of the Ford Founda- 
tion in a dozen large cities. In the well-known “Higher Horizons” pro- 
gram with which this movement began in 1956 at P.S. 43, a public 
junior high in New York, “more than half the students raised their 
IQs, some an astonishing 40 points,” one writer reports. If your child 
has been growing up in a typical upper-middle-class American home, 
though, he almost certainly could not raise his IQ scores by any amount 
of poring over vocabulary lists, working numerical and picture puzzles 
and otherwise practicing with material like that on the tests. It would 
be far more effective for him to spend his time on school work and 


enthused pursuit of his cultural interests. 


What Your Child's IQ Means for His Future 

What IQ scores signify in practical consequences matters most for 
your child, rather than what they stand for in some ultimate sense. And 
enough research has been done with them to show that they can signify 


quite a lot. 
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IQs reveal certain things for your child in relation to everyone 
else in the country. About what they indicate for the prospects of 
American children generally, according to a summary of research com- 
piled by Professor Cronbach, appears in the accompanying table on 
“IQ Expectancies.” The table is based on Stanford-Binet IQs. Your 
child would normally earn about the same IQ score on most up-to-date 
group IQ tests as he would on the Stanford-Binet. On some IQ tests, 
or under certain conditions, though, an IQ score of your child could 
differ rather widely from his Stanford-Binet IQ. 

IQ Expectancies (for Stanford-Binet IQ Scores or 
Ones Comparable to Them) * 
1Q Level What you can expect of people at this level 
130 Average IQ of persons getting the Ph.D. degree. 
120 Average IQ of college graduates. 
115 Average IQ of freshmen in a typical four-year college. 


110 Average IQ of high school graduates. Children with about 
110 IQ have a 50-50 chance of graduating from college. 

105 Children with an IQ of about 105 have a 50-50 chance of pass- 
ing in a college preparatory high school program. 

100 Average IQ for total population. 

90 Average IQ of children from low-income city homes or rural 
homes. An adult with about this IQ can perform jobs re- 
quiring some judgment (operate sewing machine, assemble 
parts). 

75 A child in school with an IQ of around 75 has about a 50-50 
chance of reaching high school. An adult with an IQ of 
around 75 can keep a small store, or perform in an 
orchestra. 

60 An adult of about 60 IQ can repair furniture, harvest vege- 
tables, assist an electrician. 

50 An adult of about 50 IQ can do simple carpentry or domestic 
work. 

40 An adult of around 40 IQ can mow lawns, do simple laundry. 


* Adapted by permission from Lee J. Cronbach, Essentials of Psychological 
Testing (Second Edition, © 1960, Harper & Row, Inc., New York). 


_An IQ of 100, you will recall, stood for normal development in 
which actual age and mental age were the same. A 100 IQ accordingly 
is used to represent the average of the whole population. In the popu- 
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lation, you would not find the same numbers of people in each equal 
interval over the whole span of IQ scores. Instead, as we saw before, 
you would find the numbers of them indicated by the normal curve of 
distribution. Two-thirds or more of all Americans would bunch near 
the middle, with IQs of about 85 to 115—the levels, roughly, for getting 
into high school and getting into college. Very few would be out at 
the extremes above 130 IQ or-below 75 IQ. On the average, we would 
expect to come across only 1 American in 500 with an IQ higher than 
145 or 150, or lower than 50 or 55. 

Only very approximate and slight indications of the qualities typi- 
cal of different IQs appear in the table, as you see. Do not take either 
these indications or the IQ levels too literally. All too often, parents 
see figures like these and jump to the conclusion that a child of theirs 
would bave to have an IQ of 120 in order to graduate from college. 
You would be foolish to react like this. Young people with IQs far 
lower than 120, as well as far higher, do graduate from college; 120 is 
only an average. However, not many with IQs around 90, and very 
few with IQs of 75 or lower, become college graduates. 

Above all, you should realize that IQs give far from complete or 
decisive clues to the kind of adult life to expect for your child. In 
citing these general levels of IQs, for example, Professor Cronbach 
denounces making categorical decisions about “genius” or “feeble- 


minded” levels on the basis of fixed IQ brackets. 
credible story about an American mental home 


used to lock up as defective anyone who failed 
to make a certain minimum Stanford-Binet score. Jan Masaryk, the 
Czechoslovak who later became his country’s foreign minister and died 
fighting its seizure by the Communists, fell into the clutches of this 
mental home during a boyhood visit to the U.S. For a short time the 
home held young Masaryk because his English had been too poor for 
him to make the minimum score! 

In condemning the folly of using IQs categorically, Cronbach 
notes further: “Some persons of IQ 110 make significant original con- 
tributions, and some of IQ 160 lead undistinguished adult lives. Some 
adults of IQ 80 are incapable of adjustment to the world, and some of 


IQ 60 support themselves and make an adequate home.” 
Your child’s IQ, then, cannot possibly foretell whether he will be 


He tells one in 
which, some years ago, 
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celebrated or just self-supporting as an adult. However, if it is accurate, 
it can suggest something about careers he should head for—or should 
forget. In World War II, the Army gave an examination much like an 
IQ test to more than eight million men and women. This was the Army 
General Classification Test, one of “general learning ability” on which 
the average score was set at 100, as with IQ tests. Score ranges for vari- 
ous occupations (with the top and bottom tenths of the ranges chopped 
off) looked like this: 

AGCT Score Ranges (Less Top and 
Bottom Tenths) 


Occupations 


Acountant, teacher, stenographer, 


lawyer about 110 to 140—average about 125 
Draftsman, salesman, office clerk, 

artist about 100 to 135—average about 120 
Stock clerk, machinist, policeman, 

electrician about 85 to 125—average about 110 
Butcher, auto mechanic, machine about 75 or 80 to 125—average about 

operator 105 


Carpenter, baker, cook, truck driver about 70 to 120—average about 100 


Farm worker, lumberjack about 60 to 115—average about 85 

From this, you can see two things. One is that the IQ range in cach 
occupation is very wide; on the basis of mental ability, some people in 
each of the lower-IQ occupations could work in the highest occupa- 
tions. That is, some farm workers could have been accountants or 
lawyers instead. 

But the second and more important thing for your child that these 
score ranges suggest is this. People in the bottom half of some occupa- 
tional groups by IQ would find it difficult or impossible to succeed in 
the higher-IQ occupations. For instance, half the people who were pre- 
sumably getting along fine as carpenters, bakers, cooks and truck driv- 
ers probably could not have become accountants, lawyers or stenog- 
raphers. You certainly would not be wise to push your child toward an 
occupation calling for an above-average IQ, then, unless your child 
really had an IQ above average. Nor would you want to let a child 
with an above-average IQ go through life as an ordinary auto mechanic 


or baker, both for his own satisfaction in work as well as his earning 
power. 
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But how early, and how dependably, can your child’s 1Q be deter- 
mined? There would be no point in your basing prospects and plans on 
false indications. In the next section, we will see the exact probabilities 
of what to expect. But to answer the-immediate question, here are the 
main conclusions of practical importance: 

1. Pre-school IQs of a tot usually vary so much from one testing 
to another that you cannot put much faith in them, even though there 
are IQ tests (as we saw with the Stanford-Binet) for children below 
five. 

2. 1Qs of children around eight or ten years old usually agree 
rather well with their IQs at the end of high school, for normal children 
in normal homes. Even so, schools which use IQ or other general men- 
tal ability tests customarily give them to all children every three or 
four years. Psychologists and guidance counselors would rather not 
base professional opinions on a child’s IQ more than two or three years 
old because they have seen children’s IQ scores change in too many 
cases within a few years. 

In considering your own child’s intelligence, you would do well to 
remember a few of the dramatic accounts of wide changes in the IQs 
of individual children which psychologists have to tell. One boy named 
Danny started kindergarten when he was five, but seemed so immature 
that he was given the Stanford-Binet. He got an IQ of 82, and his par- 
ents were told he would have to drop out and start kindergarten again 
a year later. Entering another school district in the next year, he was 
given the Stanford-Binet again and scored 98, about normal. But in 
school his teachers found him absent-minded, awkward and worried, 
and his mother was called in. She then told Danny’s whole story. Her 
husband had gotten encephalitis while Danny had still been a baby and, 
in order for her to work, they had moved in with the grandparents. 
But the grandfather had not been able to stand the child’s noise and had 
been so violent in telling him to keep quiet that little Danny had at 
times become almost petrified with fear. The young family had finally 
left the grandparents’ home when Danny was dropped from kinder- 
garten. Over the years Danny continued to improve in schoolwork, 
sociability and intelligence, with the help of treatment by a psychia- 
trist for his anxieties. At eight and a half his IQ had risen to 111, at 


twelve.to 138, i 
A little girl, the child of immigrant parents, had IQs as high as 140 
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or more when tested around the age of three. Her IQ dropped drasti- 
cally, however, through the divorce of her mismatched parents when 
she was seven, and reached a low of 87 when she was nine and her 
mother remarried. But her IQ climbed back up through the 90s as she 
matured to eighteen. 

Though your own child’s IQ might vary as much as in these ex- 
amples, it would not be likely to—especially if your family life has been 
reasonably happy and stable. It could be perfectly natural for your 
child’s mental capacities to differ from yours. Accordingly, certain 
courses of action based on your child’s IQ or mental ability test scores 
after he is eight or ten would be reasonable ones for you to take. This 
is mainly what your child’s IQ means for his future. 

If your child has a high IQ, one above about 120 or more, you may 
be fairly certain that you have a youngster of unusual mental endow- 
ment on your hands. If the child is a boy, encourage and stimulate his 
ambition for a career that will use these fairly rare talents. This may be 
hard for vou to do, for it may mean cutting him off, very largely, from 
your own way of life. In the case of a girl, you should do the same 
thing. She can have a career if she chooses, and can get an education to 
befit both her own talents and those of a husband of above-average 
intelligence and education. 

Rather brilliant prospects lie ahead of children with very high IQs, 
if they can be realized. Lewis Terman was interested in genius, as We 
saw before, and followed a group of 800 boys with IQs of 140 or more 
through adulthood. By the age of forty, the 800 had written 67 books, 
more than 1,400 scientific and professional articles and more than 200 
short stories and plays. Among them they also held over 150 patents for 
inventions. All together, they earned from ten to thirty times as many 
distinctions and honors as could be expected for 800 men picked at 
random from the general population. At the same time, however, some 
individuals among these men of 140-plus IQ had flunked out of college 
or had led undistinguished lives. 

If your child has a low IQ, perhaps one below 80 or 85, you cannot 
be at all sure it is conclusive in and of itself. Children can make low 
scores on IQ tests for many reasons—among them, poor reading ability, 
a bilingual home, a special or barren cultural background, minor defects 
in hearing or eyesight, emotional conflict, indifference to tests or under- 
lying insecurity. If the low IQ concerned you, you could have a psy~ 
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chologist give the child an individual IQ test in order to see if some- 
thing that might be corrected is hindering the child’s development. By 
no means should you feel resentful of the child, even if investigation 
shows nothing apparently troubling him. The low-IQ child needs to be 
cherished and helped; rejection by you can only add to a natural handi- 
cap. But with affection and respect, as well as completion of high school 
and thoughtfully planned special training for work, the child with a 
somewhat low IQ can lead as happy and self-confident a life as any 
genius—and perhaps even a happier one. 

You are most likely, though, to find that your child’s IQ lies some- 
where in the broad middle range between, say, 85 and 115. What dif- 
ference within this range may mean for his guidance, especially as the 
child moves into high school, will be looked into later. But do not let 
an IQ in the middle range bother you one way or the other. Instead, 
be thankful that you are the parent of a normal yet wonderful and 


deeply individual ‘human being. 


What Your Child’s IQ Score Means Right Now 

Behind your child’s IQ score—indeed, behind any score your child 
earns on a standardized test—stands a long and precise definition of 
what it means now. In any one of these definitions you will find only 
probabilities. There are no certainties in testing. This should not disturb 
you, and may even reassure you. Some of the medical tests used in 
diagnoses on ‘which we might stake our lives also establish only prob- 
abilities. Many other important things in our lives are also based only 
es—safety while out in our cars, life insurance and weather 


on probabilities—s 
forecasts, for example. 

Three key terms are used in defining the probabilities concerning 
any test score for your child: the test's reliability, its validity and—odd 
as it may sound—its standard error of measurement. These features can 
all be precisely measured for any tests. For your child’s test scores to 
have highly probable meanings, the tests that he takes must have high 
reliability, high validity and low error of measurement. 

These terms mean very much what they seem to. The reliability of 
a test means how consistently it measures. The validity of a test means 
how valid or effective it is for the purpose at hand. The error of meas- 
urement of a test means how accurately it measures—that is, within 


what limits of accuracy. 
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The ways of determining these essential features of tests are basi- 
cally simple, although the complete mathematics for calculating them 
can be complex. To see how reliable a test would be for your child, 
the test-makers would proceed as follows: First, they would get a rep- 
resentative group of children who were as similar as possible to your 
child and other children with whom the test is to be used. This is im- 
portant because a test can work consistently only with the children 
for whom it has been designed; second-graders, for example, would not 
earn consistent scores on a series of sixth-grade reading tests. Then, the 
test-makers would have the children take equivalent forms of the test 
twice—actually or in effect. These forms would be either two separate 
versions of the test that were equivalent in all respects except the de- 
tailed content of the questions, or two equivalent halves into which the 
one test would have been split. Reliability is simply the extent to which 
the scores made by the children in the two testings would agree. It is 
given in the form of a numerical “coefficient,” as we shall see. A high 
reliability coefficient indicates that a test would work consistently for 
your child rather than yield undependably varying scores. 

To see how valid a test would be for predicting or expecting what 
your child can do, test experts would take the scores of representative 
groups of children on the test and compare them with various criteria. 
For IQ or mental ability tests, these criteria are very often the average 
of marks in all courses earned by children in school—in some cases, 
years after having taken the tests. For achievement tests, the criteria 


would be the average of their marks in reading, arithmetic, science and 
so on. 


Error of measurement is estimated by a calculation based on prob- 
ability theory. The calculation converts the test’s reliability, plus the 
extent to which scores earned on it spread out from the average, into 
the probable accuracy of the score for your child. 

Suppose that we put these figures together for, say, an IQ score 
your child would actually earn in seventh or eighth grade—let’s say, 
110 IQ. How accurate can you take this to be, according to the reliabil- 
ity of the test and its standard of measurement? A good group IQ test 
of the kind your child will very likely take in school would typically 
have a reliability of about .85 and a score spread described as a “stand- 
ard deviation” of 15 points, which means, roughly, that two-thirds of 
the children for whom the test is designed would earn scores within 
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15 points above and 15 points below the average score of 100. With 
such a reliability and score spread (or standard deviation), the standard 
error of measurement of your child’s score would be some 5.7 points. 
On any test the odds are about 2 to 1 that your child’s theoretical 
“true” score on the test lies within one standard error of his obtained 
score. Since he obtained a score of 110 IQ in this case, the odds are 
2 to 1 that his “true” IQ score on the test lies somewhere between a 
high of 115.7 and a low of 104.3. Similarly, the odds are 19 to 1 that 
his actual IQ score lies within 11.4 points (or two standard errors) 
either way from his 110 IQ obtained score. This would make it reason- 
ably sure (19 times out of 20) that his true IQ as measured by the test 
lies between a high of 121.4 and a low of 98.6. This leads to a vital, 
general conclusion: 

Your child’s IQ score is not a precise point at all. It is a broad, 
blurred-edge band 10 to 20 or more points wide, because IQ tests can- 
not measure any more accurately than that. 

d note that allowing for even a 20-point band would not 


You'shoul l 
insure entire accuracy. An accuracy of 19 times out of 20 (correspond- 
[ ints wide) still means that, on the 


ing to a probability band some 20 poi ‘ 
average, the IQ score obtained by one child out of twenty taking the 


test will lie outside a 20-point band around his true IQ score. 

If a friend brags that his son, then, has an IQ of 116, you should 
think—or say, as you choose—“It is not 116 1Q, but somewhere between 
106 and 126, at perhaps 20-to-1 odds, and possibly higher or lower still 
in fact.” 

The reliability and standard error of a test that underlie such prob- 
abilities are not established in the abstract. They are established only 
through the experiment of giving the test to one or more representative 
groups of children and seeing what they turn out to be. W! hether the 
same values of reliability and standard error can justly be applied to 
the test scores made by your child when he takes the test depends on 
how similar he and his classmates are to the children with whom its 
reliability and standard error were determined in experiment. For ex- 
ample, if certain values of reliability and standard error for a test were 
obtained only for children living on farms in the South, these values 
would probably not apply to your child and his schoolmates if they 


were all children living in middle-class, big-city homes in the North. 
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For the IQ tests most widely used in the schools, reliabilities, standard 
errors and other features have usually been established with children 
comparable to yours. However, someone in your child’s school should 
and probably would look at the test’s technical data to make sure before 
deciding to give the test. 

How valid your child’s IQ score of 110 would be also cannot be 
answered in the abstract. You have to ask as well: How valid for what? 
And in exactly what situation? 

You can base some very broad and tentative long-range expecta- 
tions on an IQ of 110 obtained on the most widely used tests, and so 
would a psychologist, a counselor or a teacher who had had long ex- 
perience observing children of various IQ levels and how they may 
change. However, this would not represent the score’s validity, strictly 
speaking. To have any fairly dependable meaning, the validity of IQ 
scores must be established in specific validity studies—in your child’s 
own school or school system, for example. ; 

For purposes of illustration, suppose that your child were in one 
of four small high schools in Queen Anne’s County in Maryland. Sup- 
pose, too, that a validity study had recently been made for Lorge- 
Thorndike IQs and the average of course marks of the children two 
years after taking the test. Such a validity study is reported in the tech- 
nical manual for the Lorge-Thorndike tests. . 

If your child were in the ninth grade in one of these schools, his 
verbal Lorge-Thorndike IQ would have a validity of .59 for predicting 
the average of his course marks in the eleventh grade. The “.59” num- 
ber for validity is a “correlation coefficient”—a number indicating the 
degree of relation between the IQ and the marks average two years 
later. But what does such a validity of .59 mean for your child? 

Very roughly, the .59 validity coefficient means something like 
this: You should be careful to note that it does not mean simple per- 
centage—that is, it does not mean that the IQ and the marks average 
two years later agree in 59 per cent of the cases. The degree of agree- 
ment is quite different. It’s like this: Suppose that you took all the 
school’s eleventh graders and divided them into four groups as follows; 


according to their measured verbal IQs of two years before and their 
marks averages now: 


Group 1-Children who ranked in the top half among all eleventh graders 


HOW BRIGHT IS YOUR CHILD? / 91 


on the basis of IQs and also on the basis of marks averages; 


Group 2—Children who ranked in the top half by IQs, but in the bottom 
half by marks averages; 
Group 3—Children who ranked in the bottom half by IQs, but in the top 
half by marks averages; 


Group 4-Children who ranked in the bottom half by IQs and the bottom 
half by marks averages. 


If there is a validity of .59 between the IQs and the marks averages, you 
would find just about the following proportions of children in each 
group: 

Group 1-35 per cent; 

Group 2—15 per cent; 

Group 3—15 per cent; 

Group 4—35 per cent; 

Total 100 per cent. 


Now, Groups 1 and 2 consist of the children who rank in the top 
half by IQs; these are the children whom you might expect or predict 
to rank in the top half by marks averages two years later. Suppose that 
the 110 TQ that we assumed for your child put him among these chil- 


dren who rank in the top half by TQ, as it probably would. If we pre- 
ild would also rank in the top half by marks averages 


two years later, what are the chances that we would be right? Accord- 
ing to the above percentages (based on the .59 validity), your child 
would be more than twice as likely (35 per cent as against 15 per cent) 
to earn the top-half standing in marks which we predicted on the basis 
of his IQ. For every fifty children who also had top-half IQs, our 
predictions of top-half standing by marks averages two years later 
would be right for thirty-five of the children and wrong for fifteen 
of the children, over the long haul. In addition, although this way of 
explaining a validity of .59 does not show it, if your child did fall into 
the bottom half by marks in eleventh grade, it is likely that his standing 
would be near rather than far from the mid-level by marks. 

As you can also see from the percentages, we would be right in 
about the same proportions of cases if we predicted bottom-half stand- 
ing by marks averages on the basis of bottom-half standing by IQs. 

Validities of different amounts would work as follows: Had the 


dicted that your ch 
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validity in this situation been .90, your child would have been more 
than six times as likely to attain top-half standing by marks in eleventh 
grade. But had the validity been only .20, your child would have been 
less than one-and-a-half times as likely to attain top-half standing by 
marks in eleventh grade. 

It is not vitally important for you to remember exactly this ex- 
planation of validity. It is important, rather, for you to understand that 
validities can be established with a rather high degree of precision, but 
that the predicted outcome for your child will have only a certain 
degree of probability—and perhaps quite a low probability. IQ tests 
are indicators, and among the most precise and impartial ones that we 
have. But their results must be judged in the light of everything else 
that you and your child’s advisors know about him. 


Not All IQs for Your Child Would Mean the Same Thing 


Your child’s advisors, especially, should also regard his IQ or gen- 
eral mental ability test results in the light of what is known about the 
specific tests on which he earns his scores. Most often, your child would 
score at about the same broad level on an IQ or general mental ability 
test regardless of the test which he takes—that is, he would score con- 
sistently at the high levels, the middle levels or the low levels on all 
tests of this kind. However, his scores or standings on such tests could 
differ somewhat only because of differences in the tests themselves and 
in the ways in which data showing what the test scores mean has been 
obtained. In an extreme example, a Test Service Bulletin of Harcourt, 
Brace & World points out, different standard deviations of IQ tests 
alone could result in your child getting an IQ of 130 on one test and 
of 178 on another. A result like this could occur because tests have 
different kinds of questions and are standardized on different national 
samples of children. 

Your child’s IQ score on a test says, basically, where he stands 
compared with the particular sample of children of whom the test was 
standardized. If your child actually should get an IQ of 130 on one 


test and an IQ of 178 on another only because of differences in their 
standard deviations, it would mean that | 
ing in the top 0.2 
him at the same ve 


he stands among children scor- 
per cent on each of the tests; that is, it would rank 
ry high range on both of the tests. 
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But whether or not your child ranks in that range nationally 
among all children with whom he is being compared would depend on 
how nationally representative the standardizing sample of each test is. 
From the difference in standard deviations of the two tests for their 
standardizing samples, you would know one thing. You would know 
that the standard deviation of the test on which he got 130 IQ is 10, 
and the standard deviation of the test on which he got 178 IQ is 26. 
This would mean that about two-thirds of all children on whom the 
first test was standardized got scores within 10 points of 100 1Q—that 
is, between 90 IQ and 110 IQ. It would also mean that about two-thirds 
of all children on whom the second test had been standardized got 
scores within 26 points of 100 1Q—that is, between 74 IQ and 126 1Q. 
You could not tell from this difference (which is a difference in the 
extent to which the two tests had spread out the scores of children in 
their standardizing groups) whether it was due to differences in the 
kinds of test questions or differences in the standardizing groups. It 
could be either, To tell which, someone in your child’s school system 
who is trained in testing would have to examine the tests, the publishers’ 
descriptions of the standardizing groups and studies made with the 
tests. 

Tt would be most unusu 
him tests on which his IQ scc 
because of technical difference 


al, however, for your child’s school to give 
pres could vary from 130 to 178 only 
s; The generally accepted IQ scale is 
that of the Stanford-Binet, as indicated in what was said before about 
the general significance of IQ levels. The Stanford-Binet scale has an 
average or mean of 100 IQ anda standard deviation of about 16. Most 
of the group tests widely used today have been made so that they also 
have an average of 100 IQ and a standard deviation of around 16. As 
a result, your child’s IQ scores on different IQ tests would usually show 
rather small variations for only technical reasons. 

Roger T. Lennon, head of the test department of Harcourt, Brace 
& World, made a study several years ago to sce what these variations 
might be for Harcourt, Brace & World tests, which included the Otis 
Quick-Scoring and the Pintner Verbal—-two of America’s giant IQ 
series, as we saw. For carefully matched groups of students in the four 
high school grades, he found, Otis IQs and Pintner IQs around 100 are 
practically equivalent. But Otis IQs become about + points lower than 
equivalent Pintner IQs through the 130s, and about 10 points higher 
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than Pintner IQs through the 70s and 60s. These results are like those 
we would expect from the standard deviations of the two tests far 
nationally representative groups—about 16% for the Pintner and 13 
for the Otis. How Dr. Lennon has proposed to end such small but still 
possibly misleading variations with an “anchor test” will be explained 
in a later chapter. 

In the meantime, would errors like +1Q points in the 130s or 10 IQ 
points in the 60s and 70s lead to different decisions being made about 
your child in practical situations? Absolutely not—not if the person 
making the decisions was aware of standard errors and other limitations 
of IQ scores we have reviewed, as he should be. 


“Aptitude” Scores Reveal Factors in Your Child’s Mental Ability 


While we are looking at IQ tests and their technical features, we 
should glance at the elegant science of factor analysis and how it has 
led to changes in the kinds of mental ability tests taken by your child. 
The decimal numbers that state a test’s reliability and validity—correla- 
tion coefficients like .90 and .59—have also been used to investigate dif- 
ferent parts of IQ and other tests themselves. Correlations can indicate 
the extent to which Various parts of tests are related to each other— 
“intercorrelated,” as it is called—and, hence, to what extent the test 
parts measure essentially the same kind of ability. Test parts which 
yield rather small intercorrelations therefore measure different aspects 
or “factors” of mental ability. 

Single-score IQ tests are now considered to measure many of these 
factors together. But for some kinds of newer tests these factors of 
ability, or clusters of them, are measured separately and called “apti- 
tudes.” This js very approximately the idea on which such tests as the 
Scholastic Aptitude Test (measuring developed “verbal” and “mathe- 
matical” aptitudes separately) and the Differential Aptitude Tests 

aptitudes of eight kinds separately) are based. 
a later chapter, factor analysis stands at the confused 
nd intelligence or mental abilities more 


fait : stantial degree, but also that special men- 
tal abilities (like memory for numbers or reasoning about abstract 


figures) can vary markedly between individuals of about the same 
general brightness, 
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You Could Find Out What Your Child’s IQ Score Is 


After the fad of careless IQ testing in the 1920s, most schools 
refused to let parents know their children’s IQs. Too often parents 
wrongly took an IQ score as the final, gospel truth about their children. 

Many schools have since changed their views, however, and now 
give IQ scores to parents who request them. These schools feel it very 
important at the same time to have a qualified person explain what the 
1Q scores do and do not mean. All schools in the states of New York 
and New Jersey, for example, tell and explain IQ scores to parents who 
request them, as a matter of state-wide policy. 

In a special survey made for this book, all states were asked what 
their policies or prevailing practices arè on having the schools give IQ 
scores to parents on request. The survey also asked whether or not 
you could learn your child’s scores on achievement tests from his 
school. A full, state-by-state report on the survey—the first survey of 
its kind to be made—appears in the appendix of this book. 

From the appendix, then, you can tell if you might be able to 
learn your child’s IQ and other test scores from his school. You are 
urged to obtain, understand and keep records of these scores for your 
child if they are available to you, for the reasons given in the appendix. 
Forms on which to record the scores and vital notes about them are 
included in the appendix. 

As you will see, your child’s school might in some cases give you 
c a of his standing on IQ tests instead of his actual 
“very superior,” “superior,” “above aver- 
and “low average.” Were your child’s 
that keeping up with school work 


an approximate ide 
scores, using such terms as 
age,” “about normal or average” 
standing far below average—so far 
was very difficult for him—the school would go into the question care- 
fully and thoroughly with you if it had sufficient time and staff to do so. 

“On the other hand, many schools would give you the actual scores 
with a careful explanation. As you can realize from this chapter, 
though, the actual numbers would not tell you any more about your 
child's brightness than words like “superior” or “just about normal” 
would. 

Tests of scholastic aptitude or ability often measure much the 
same things as IQ tests, as we have seen. Your child’s overall standing 
on such aptitude tests as the ETS SCAT series, the College Board’s 
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This chart shows the normal curve of distribution which the stand- 
ardized test scores of large groups of people usually follow when 
graphed, and the relation of the curve to various widely used scales 
or reporting test scores: percentile ranks; stanines (a system dividing 
a score scale into nine parts); the “AGCT” scale (of the Army Gen- 


of ability. For example, the College Board estimates that a verbal score 
at the 500 mid-point of 


e 85th percentile (among 
seniors according to the 
» a SAT verbal score of 500 is more likely to 
IQ score at about the 85th percentile 
would be about 115 IQ to 120 1Q. 
However, equivalent levels like these may also be wrong because 
even apparently similar tests often measure different kinds of abilities. 


(Adapted from the Test Service Bulletin No. 48 of The Psycho- 
logical Corporation.) 
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SAT or PSAT and the verbal and numerical parts of the Differential 
Aptitude Tests of Psych Corp, for example, would therefore usually 
correspond to the standing he would have on an IQ test. Where he 
stands on these tests, that is, would often be about where he would 
stand on IQ tests—very superior, superior, above average, about normal 
and the like. However, some IQ tests depend rather heavily on reading 
ability, and this might cause the standings to differ on occasion. (Other 
IQ or aptitude tests, though, include non-verbal or non-language parts 
intended to give some indication of the true mental abilities of children 
who are backward in reading but not culturally deprived.) Also, as 
later explained, standings might differ because IQ or aptitude tests are 
standardized on groups of differing levels of ability; in particular, the 
College Board’s aptitude tests are standardized on young people of 
unusually high ability, and average standings on these tests are quite 
a bit higher than the 100 IQ average score on intelligence tests. 

You could still find out your child’s IQ if his school would not 
discuss it in any way by having him tested by a psychologist in private 
practice—usually with the Stanford-Binet or the Wechsler. Psycholo- 
gists licensed by states to give these individual IQ tests are listed under 
“Psychologists” in the classified telephone books of most cities; a com- 
mon fee for giving and reporting on the test is $25. 

Tests can tell you very useful and important answers to the ques- 
tion of “How bright is your child?” But it is a test of your own intel- 
ligence, and more, to take these answers with the many grains of salt 


they require. 
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Chapter 3 


How Well 
Is Your Child 
Learning? 


Your child’s main business in life now is learning, and it will continue 
to be for many years. For ten or twelve or sixteen years, or more, 
your boy or girl will spend the largest part of his time working to learn. 
We saw how important brightness can be to a child’s whole life in the 
last chapter. But brightness matters so much because bright people can 
usually learn fast and well. And people who know a great deal and 
know how to get valuable things done can be paid very well today. of 
course, bright children cannot learn if they do not have a chance to, 
or if some personal or social difficulty gets in their way. . 

Your child would not be given IQ or other mental ability tests in 
school, along with millions of other children, to see how bright he 1s 
merely as a matter of general interest. Your child would be given an 
IQ test to see how well he may be able to learn. His intelligence or 
scholastic ability would be only his capacity. What he actually does 
learn would be equally if not more important. 


Drawbacks to Tests Made and Marked by Your Child’s Teachers 


What are the various ways in which the school could tell how well 


your child is getting along in his main business of learning? The time- 
honored, basic way, of course, is by the experienced judgment of teach- 
ers. Because teachers rarely trust their personal impressions alone, they 
make and mark examinations of their own. Most often, their major 
examinations consist of broad questions like, “Discuss the causes of the 


Civil War,” or, “How did Walt Whitman’s poems reflect the political 
and social movements of his time?” 
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Such “essay” examinations have several important drawbacks as 
tests of your child’s knowledge. Perhaps the most serious is that marks 
on them can vary widely. As long ago as 1912 two investigators named 
Starch and Elliott stirred up much concern in the schools by showing 
that there was an “amazing” lack of agreement in the marks teachers 
gave the same essay exam papers in a variety of high school subjects. 
In recent years Ernest W. Tiegs gave a current example of such varia- 
tion. In one experiment, he reported, a teacher re-marked the exam 
papers of ten children two months after the first marking. Two of the 


three children who had gotten failing marks on the first marking 


earned passing marks on the second marking; one shifted from a mark 


of 60 to a mark of 80! Moreover, the paper marked a top 99 on the 
first marking dropped to 90 on the second, while another paper jumped 
up from 90 to the top of 95 on the second marking. And a comfortably 
above-average 85 paper from the first marking dropped to a failing 70 
on the second marking. In not one of the ten cases did a paper get the 
same mark both times. 

Two other prime drawbacks of such conventional essay tests for 
your child are these: First, they can pose only a few questions and, 
hence, leave much of the range of his knowledge in a subject unex- 
plored. Second, it is almost impossible to use them to compare his 


progress with children outside his school or even outside his class. 


For reasons like these, schools give standardized achievement tests 
on a very wide scale. Thanks to their very extensive use by American 


schools, in fact, they are the world’s most widely given type of stand- 


ardized test. 


Swathed in Controversy Despite Wide Acceptance 

om their wide acceptance, achievement 
han any other type. But the calm that 
surrounds them is merely relative. Some critics—particularly those who 
have taken least trouble to find out about them—charge that they test 
only for superficial facts and rote memory. Some school superintend- 
ents claim that they freeze the curriculum and stifle attempts to intro- 
duce new courses. Some teachers and professors feel that achievement 
tests are well on their way toward making the ability to write as obsolete 
as the goosequill. Other teachers fear that principals use the tests as 
the basis for firing them if their pupils do not show enough progress 


As you might imagine fr 
tests arouse less controversy t 
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according to the tests after a year’s work. One eminent authority states 
that a good IQ or mental ability test will generally give you as much 
information about pupils as an achievement test, so that achievement 
tests are virtually unnecessary. Another unimpeachable authority states 
that good achievement tests give you not only essentially the same in- 
formation about pupils as mental ability tests, but other useful results 
as well, so that mental ability tests are virtually unnecessary. 


Still, at least in part on the basis of your child’s performance on 
achievement tests, he might be put into classes for high-ability or low- 
ability pupils if your school groups children by ability. From these 
tests your child’s teachers would also learn in what subject areas your 
child appears to be strongest and weakest, and whether he stands below 
or above his grade level in mastering cach basic subject. Such findings 
cannot help but influence the marks your child’s teachers put down 
for him on his report cards and his permanent school record. These 
findings also irresistibly bear on your child’s prospects for college. 

Knowing about the achievement tests your child would take, 
then, is important. Moreover, as the controversies swirling around them 


suggest, you have to pick your way carefully in finding out about them 


to keep from falling into confusion. 


How Achievement Tests Can Protect Your Child 
From Well-meant Nonsense 


Blows in your child’s behalf were struck long ago by the men 
who created our earliest achievement tests with elements of standard- 
ization. John M. Rice made the first foray with uniform tests of school 
learning that were given on a large scale (to some 33,000 boys and 
girls) and analyzed with statistics to see what the test scores meant. 
Rice’s inquiry of 1895 and 1896 looked into the humble but then be- 
deviled subject of spelling. Interminable drill was then the regular 
method for teaching it, and the “traditional standard in spelling is per- 
fection,” Rice noted. F 

Rice found, essentially, that the average achievement of pupils 1n 
spelling depended almost entirely on their age or grade level—regardless 
of how much excessive time was spent on it per day, whether the chil- 
dren were those “of cultured parents” or of “the foreign laboring whe 
ment,” or whether the teaching followed the “most mechanical” oF 
“most progressive” of teaching methods. 
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A determined investigator, Rice got inconsistent results from the 
testing of the first 16,000 children “due to the peculiar manner in which 
the examinations had been conducted” in some classrooms. He accord- 
ingly gave the second tests to more than 13,000 under his personal 


direction in school systems across the country. At the end he con- 
cluded: 


Do not these results indicate that, in learning to spell, maturity is the 
leading factor, while method plays only a subordinate part? And, as the 
superiority of the old-fashioned spelling grind cannot be demonstrated, 
is it not our duty to save the child from this grind? Moreover, as the 
results prove that, beyond a certain minimum, the compensation for 
time devoted to spelling is scarcely, if at all, appreciable, have we not 
here discovered an element of waste? 


Rice was especially bitter about expecting perfection in spelling. 
He took it as a natural fact that “in many cases the spelling faculty is 


weak,” and gently derided: 


as some of our most scholarly people are deficient in spelling, and as, in 
this subject, some of the brightest pupils cannot keep pace with the 
dullest, our high-pitched sensibilities on the spelling question may be 


regarded as one of the mysteries of civilization. 
His sharp eye also discerned a need for more objective means of 


judging pupils. He recounts that, once, 


which I had heard a few recitations, I compli- 
he intelligence of her pupils. She replied: “You 
hat. These pupils are Russians; and one 
can do anything with Russians.” It so happened that on the next day, 
I visited a classroom, in which the children were exceptionally dull. On 
this occasion the teacher remarked: “You must not blame me for their 
stupidity. My pupils are Russians; and one cannot do anything with 


Russians.” 


on leaving a classroom in 
mented the teacher on t 
must not give me credit for tl 


You have largely this pioncer in achievement testing to thank if 
your own child is taught spelling in a realistic way today. Before Rice, 
no one knew how to be realistic about the teaching of spelling, and the 
children were subjected to much misery as well as futile effort in the 
name of unfounded educational nonsense. 

The kind of schooling your child gets today was bettered in many 
ways by the work of another testing pioneer, Edward L. Thorndike, 
whose ideas about abstract, concrete and social intelligence were re- 
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ferred to in the last chapter. Edward Thorndike, who long served on 
the faculty of Teachers College, Columbia University, probably had 
more influence on the introduction of tests of all kinds in American 
schools than any other one man. f 

Edward Thorndike improved your child’s education as a prolific 
experimenter and teacher of other experimenters. Notably, experiments 
he performed with Robert S. Woodworth in 1901 largely refuted the 
idea then popular that study of such hard and only remotely practical 
subjects as Latin and math were good as “mental discipline” —that they 
somehow developed powers of precision, judgment and reasoning in 
the mind generally. Skills developed in studying subjects like Latin and 
math, the experiments indicated, did not “transfer” to other arcas. The 
reason they seemed to develop “good thinkers,’ Thorndike observed, 
is because they were taken by people who would be good thinkers any- 
way. He made related experiments with several thousand high school 
students in 1924 and concluded: “after positive correlation of gain with 
initial ability is allowed for, the balance in favor of any study is cer- 
tainly not large. Disciplinary values may be real and deserve weight in 
the curriculum, but the weights should be reasonable.” 


In addition, Thorndike wrote the country’s first textbook on edu- 
cational measurement, An Introduction to the Theory of Mental and 
Social Measurement, which appeared in 1904. He and his students also 
produced a wide variety of early standardized achievement tests. 
Among those published by 1915 were tests in handwriting, composition, 
“arithmetic reasoning,” computation and spelling. Still more important, 
Thorndike and his students led in popularizing the whole idea of con- 
ducting experiments in schools and collecting data rather than merely 
impressions about the results. Educational research bureaus in large 
school systems opened by the dozens in the years after World War I. 
Interest in achievement testing had spread sufficiently by 1923 to make 
possible the successful introduction that year of the first comprehensive 
achievement test series, the Stanford, a 

Today, achievement tests stan 
tional methods which might waste | 


s We saw earlier. 
d between your child and educa- 


his time and energies. They and the 
systematic evaluation techniques that have grown out of them now 


serve as one of the major touchstones for testing educational experi- 
ments, as well as long-established practices in schooling. 
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The Enormous Differences Between Schools—And Between Colleges 


Achievement tests first showed beyond dispute that how far your 
child has progressed in his education—which is the main business of 
his young life at the moment—might vary enormously according to 
what schools he went to. His grade level in particular might reflect 
little of what he or she actually knows. 

By how much your child’s progress might vary in different schools 
was demonstrated by another influential 


regardless of his grade level 
pioneer in achievement testing, Ben D. Wood. In the late 1920s he and 


William S. Learned began an inquiry popularly called the Pennsylvania 
Study. In it they constructed achievement tests to see what high school 
and college students in Pennsylvania really knew. 

What Wood and Learned found seems amazing, even today. In 
one small part of the study, they gave a 1,222-question, four-hour test 
of “general culture” to several thousand students throughout the state, 
who included seniors in high school and sophomores and seniors in 
college. They assumed at the start that, if calling a student a college 
sophomore had any gener 


ally accepted meaning, college seniors would 
surely score above the range 0 


f college sophomore levels on the test, 
and high school seniors would surely 
they found would be “wholly mystifying,’ 


score below those levels. But what 

’ they declared, “to anyone 

who thinks that school status, as defined by time spent and courses 

passed in school or college, has any necessary relation to a definite body 
of ideas, understood and available as a result of ‘education.’ ” 

Almost 10 per cent of the college seniors scored lower on the test 
than the average high school senior, they found. And 10 per cent of the 
high school seniors scored higher than the average college senior! 
Wood and Learned concluded that college sophomores “range, as to 
their command of knowledge appropriate to their status, from a general 
level of inferior high-school achievement to one attained only by the 
best ten per cent of senior[-year] college students—indeed, above the 
average of faculty groups.” z 

Much of this enormous variation, though not all, was due to dif- 
ferences between high schools and between colleges. For example, the 
average scores of sophomores at thirty-five liberal arts colleges in the 


study ranged from a low of 185 for one college to a high of 430 for 


another college. This high average of 430 for sophomores at one college 


104 / EDUCATIONAL TESTING FOR THE MILLIONS 


was well above the average score of 314 for seniors at all colleges. f 

School-to-school differences in learning are as great today as they 
were then. These differences are so large that, in some cases, there me) 
be no overlap in educational accomplishment between the yonn P 
on the same grade level in two schools. For example, the sixt re : 
child in one school who knows less than any other sixth-grader in t . 
school may still know more than the top sixth-grader in another sche 
A College Board publication available to school counselors shows n 
eral cases of four-year colleges in which the top few students in a 
college, according to SAT scores and, presumably, learning, would be 
on a par with only the bottom few students in another college. 


Even children right in the same classroom usually vary widely in 
educational accomplishment. In a fifth-grade class, for instance, — 
ers often find pupils ranging in, say, reading ability from the aie 
third-grade level for the nation to the eighth-grade level. Accomplish- 
ment frequently ranges over three or four grade levels even in — 
grouped by ability. Moreover, standardized tests have repeatedly shown 
that children in a class who are far ahead of the typical grade level in 


one subject, like reading, may be behind grade level in another subjec 
like arithmetic. 


. 5 al 
As everyone knows, tests made by teachers for classroom use reve 
the differences between pupils-in an in 


way. Though often only spotty 
covered in a subject, and mar 
teacher-made tests taken by 
marks on these regul 
child stands compare 


dividual class in an approximate 
in examining pupils for what has been 
ked with quite subjective judgment, 
your child fit the course work closely. But 
ar classroom tests cannot indicate where your 
d with children of the same age or grade level i 
other schools. Standardized achievement tests do indicate where your 
child stands with respect to children in other classes and schools, though 
they probably do not fit your child’s courses perfectly. They can also 
indicate on the average where whole classes, schools and school eee 
stand with respect to cach other and with representative nationa 
achievement. 

In part to provide tests which could make such cross-country ap- 
praisals, the Cooperative Test Service was begun in the late 1920s by 
the American Council on Education, with Ben Wood as its director. It 
had produced some sixty different achievement tests for use on the high 
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school and college freshman and sophomore levels by the time of its 
merger into the new Educational Testing Service formed in 1948. These 
tests were ones in individual subjects, for the most part. They continue 
today as the Cooperative Tests of ETS, which are among America’s 
giant series described in the first chapter. Their introduction in the 
carly 1930s was accompanied by the launching of two other giant com- 
prehensive achievement series of today—the Metropolitan in 1931, and 
the California in 1933. 


Do Tests Force a Lock-step Curriculum on Your Child? 


Your child’s education might be arbitrarily fixed if these standard- 
ized achievement tests determined in detail what must be taught in his 
school. However, just the reverse is true—what is taught in schools de- 
termines the content of the tests. Authors of achievement tests today 
usually pore over textbooks and course outlines from all parts of the 
country and write questions about the things that schools most often 
try to teach. Some authors write tests to fit what is taught in only 
schools or courses of certain kinds. Schools are free to select whatever 
tests they may want to evaluate your child’s work. From among many 
different kinds of achievement tests now available, a school chooses the 


series or combination that best fits its program, rather than alters its 


program to fit the tests. 
Only in unusual circumstances may 2 school feel compelled to 
“teach to” certain achievement tests of specific subject-matter knowl- 


edge. The New York State Regents exams, for example, are deliberately 


intended to insure that certain things are taught to students receiving 


the special Regents diploma. But the Regents program permits any 
school to obtain approval for its own examination if it gives a special 
course that the regular Regents exam in the subject would not fit. Few 
schools ever submit such local exams of their own, however. 

Dictation of course content by tests was very much the case some 
years ago in the Iowa high schools because of a test series which was 
voluntarily but all too enthusiastically “taught to.” These tests were 
subject examinations with titles like Third-Year Latin, Algebra and 
Botany. They had been introduced by the State University of Iowa in 
Iowa City as part of an academic contest. The purpose of the contest 
Was to bring recognition to bright young scholars, letting them share 
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in a limelight that had long been occupied by football and track stars 
and music contest winners. The academic contest proved an enormous 
success, but schools by the hundreds coached students for the tests all 
year in order to have a “Latin winner” or a “math winner” in Iowa 
City at the year’s end. What the tests covered thus became the subject 
matter that the Iowa high schools covered—to a very unhealthy extent, 
it was felt by Professor E. F. Lindquist at the university. 

In the mid-1930s, Lindquist began to plan a new kind of test for 
the program. When he first broached the idea, however, he met stiff 
resistance from adherents of the extremely popular contest. Breaking 


away from the contest’s emphasis on subject matter 


proved “really 
traumatic” 


for his fellow Iowans, he says. Lindquist’s new tests were 
not to follow subject-matter lines, but to reflect the “re 


al purpose of 
education,” he says; 


“not to cram more information into the student, 
but to measure the important outcomes of educ 
abilities to think 


school,” 


ation—to improve his 
about problems he would encounter beyond the 
to “make a better problem-solyer out of him” as their “main 
objective.” His new tests were accordit 
ized intellectual skills and abilities,” and asked the student to reason 
about social problems, scientific problems and specimens of writing, to 
appreciate and understand literature, and to use quantitative ability to 


solve problems of kinds the student would meet “both in school and 
beyond.” 


ngly organized around “general- 


In “one of the most dramatic ch 
system,” Lindquist recounts, the ol 
World War II and replaced by 
tional philosophy, The action’ 
which had been completely 


Was “pupil-oriented and guid 
lines.’ 


anges ever made in an educational 
d system was scrapped early in 
the new tests and their whole educa- 
n changed an attitude toward schooling 
“subject-oriented,” he sa zs, to one that 
ance-oriented along broad subject-matter 

” The new tests, inaugurated in the fall of 1942, were Lindquist’s 
Iowa Tests of Educational Development—the series that, as we saw, is 
now the country’s most widely used high school achievement series, 
as well as the one from which both the National Merit Scholarship test 
and the ACT college entrance test have arisen, The elementary school 
series that was similarly created according to Lindquist’s “educational 
development” theory of achievement testing at about the same time, 
the Iowa Tests of Basic Skills, was more readily introduced in Iowa 
because it did not have to replace as deeply entrenched an institution 
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as the ji i ies i 
a Iowa academic contest. The ITBS series is also very widely 
throughout the country today, as we saw. 


Sisal a Mae eatin of a wide variety of programs of 
meee GE rh sto airly Snare, gh the Iowa tests, for they present 
MELIK y = ang wiih which your child would reason in an- 
Dror E l aa miey W onld test his general development within 
do thi es seek d isciplines. I recisely because they are designed to 
‘itiionter 3 WOM d not examine him closely on what he has learned in 

ar courses. Other kinds of achievement tests—those in single 


subjects—vv A P 5 
jects—would, but they would be fair for your child only if he had 
aralleling the test content. Today, the Iowas 


> type of achievement series—the Metro- 
ng them—can 


taken a course closely p 
and the other broad, “survey” 
a California and SRA Achievement amo 
NA m eens they work about equally well for students who 
haite Nee differing rather widely in content. This kind of test 

her frees your child’s school to teach what it wants while 


still usi i 
l using achievement tests. 


Beware of Nonsense About Your Child as an “Over-achiever” 
or “Under-achiever” 
ieee ae of his test scores, your child m 
sined. went er” or an “under-achiever by his sc 
hin an ug at, berated or coddled and guided accor 
T) or the other might be completely wrong. 0, . 
bena ra odd labels mean that the over-achieving child is doing 
iah nary children of his ability usually do, while the under-achiev- 
g” child is not doing as well as others of his ability. “Over-achievers 
are thought to be “grinds” who put excessive effort into their work; 
Fenerally, schools are reluctant to put them into classes more heavily 
P E than their present ones for fear of critically overloading 
. “Under-achievers” are thought to get lower marks than they 
ee ey ee not poera try hard enough; they are con- 
z arers or problem youngsters. 
. Your child would seem to be an “under-achiever” to many experts 
if a mental ability or IQ test score of his were high and his achievement 
test scores were low. For example, Leo Kanner,, professor emeritus of 


child psychiatry at Johns Hopkins University, declares: 


ight be considered an 
hool, and marked, as- 
dingly. But dubbing 


108 / EDUCATIONAL TESTING FOR THE MILLIONS 


If the youngster has an IQ of 90 you don’t expect him to do above-average 


work in school. But if he has an IQ of 120 and he does below-average 
work, then you can probably assume that something is the matter, some 
cause for what the school people call “under-achievement.” 


What Dr. Kanner says would be true if the youngster does actu- 
ally have an IQ of, say, 120. However, any one test score like an IQ 
is accurate only within certain degrees of probability, as we saw. And 
when scores on two tests are compared, as in looking at the difference 
between IQ and achievement test scores, their individual “errors of 
measurement” are in effect compounded. 

Your child, for example, might be given a reading test in sixth 
grade, and his teacher would look at an IQ score for him from fifth 
grade to get an idea of what his reading ability should be. Professor 
Robert L. Thorndike has analyzed a situation like this representing 
quite favorable conditions for drawing valid conclusions. (He assumes, 
specifically, that these fifth-grade IQ scores in the school have a corre- 
lation of .70 with sixth-grade reading scores, and that about two-thirds 
of all sixth-graders in the school who take the rea 
within the unusually narrow limits of half a 
average sixth-grade performance.) 

But even under these favorable condi 
you would “occasionally 
tual reading lev 


ding test earn scores 
grade level either way of 


tions, Thorndike says that 
get discrepancies between predicted and ac- 
el of as much as a grade and a half” because of “ 
more than measurement error.” In other words, 
of probable accuracy of tests, your child’s teacher could not be sure 
whether your child’s reading level ought to be a grade and a half higher 
or a grade and a half lower than his fifth-grade 1Q suggests. But if the 
teacher were not aware of this, she would certainly think of your child 
as an “under-achiever” if his tested reading level came out by chance 
to be a grade and a half lower than his IQ indicated, i 

You have every reason to be skeptical, then, if one of your child’s 
teachers says that your child has suddenly become an “over-achiever” 
or an “under-achiever.” Only after repeated testings and marking pe- 
riods through a span of at least many months would you or the teachers 
be justified in thinking that yo h t 


e ed ur child were working below or beyond 
his capability, compared with other children, 


Don’t Take Your Child’s “Grade- 


nothing 
simply within the limits 


equivalent” Test Scores Too Seriously 
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On an achievement test battery, your child would earn a fistful of 
re OR rien! Se conan They would include 
S $ ~ gular s scale of the test—“standard” or “scaled” 
scores, as they are called. Score scales for achievement tests are deliber- 
ately picked to be different from the customary 0- to 100-per cent 
marking scale of the classroom for a very important reason: standard- 
ized tests have no passing or failing levels. On both Iowa test series, for 
example, the score scale is 0 to 36. Your child would get a standard 
score for each test in an achievement battery—a score for arithmetic, 
reading, language usage and so on—and a total or composite score sum- 
ming them all up. And for each standard score he would probably get 
one or more additional indications of where his standard scores rank 
him. In some cases, he might be given such indications of his rank 
instead of standard scores because they are easier to understand. 

These rankings would show rather clearly where he stands ac- 
cording to his scores in one or more representative groups of children 
—like those on whom the test was standardized or “normed,” or all 
children in his grade in your state, or all children on his grade level in 
his school or school system. 

In some achievement test series, his rankings might be given as 
“percentiles”—percentage figures showing where he would stand in a 
group or groups of children. For instance, a percentile rank of 95 would 
mean that he ranks ahead of 95 per cent of the children in the reference 
group; a standing at the 25th percentile would similarly mean that, on 
what the test measures, he stands ahead of 25 per cent of the reference 
group. 

His ranks in achievemen 
in “stanines,” a system dividing 

bands that range from a high of stanine 9 through an average of stanine 
5 to a low of stanine 1. 


Perhaps most often, 


t test performance might also be shown 
levels of test performance into nine 


where your child ranks in achievement test 
performance might be reported in a set of “grade-equivalent” scores. 
A grade-equivalent score of seventh grade, for example, would mean 
that his score was about the same as the average score made by children 
in the reference group who were starting seventh grade. 
You would be wrong if you took these widely used grade-equiva- 


lent scores for your child too seriously—even if they showed flatter- 
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ingly that, though your child was only in fourth grade, he scored at 
the sixth-grade level in reading and at the seventh-grade level in arith- 
metic. However welcome to you, these results would be based on a 
beguiling fiction. They would by no means always indicate that your 
child was the equal of sixth-grade readers and seventh-grade arithmetic 
pupils in his school. The grade-equivalent levels are merely national 
averages which probably do not fit your child’s school. Also, children 
who score at the same grade-cquivalent level may have quite different 
abilities. If your fourth-grade child did get a sixth-grade score on a 
reading test, his reading abilities would be quite different from those 
of a child in the twelfth grade who scored at the sixth-grade level. 

Moreover, for some spans of grade levels in some subjects, only a 
slight amount of ability ahead or behind a national average might shift 
your child’s grade-equivalent scores two or three grades up or back. 
For example, on the Stanford Achievement Tests, the national average 
scores for grades 9 through 12 on the language test increase very little 
for the higher grades. But the Stanford’s national average scores on the 
social studies test rise sharply for grades 9 through 12. As a result, if 
your child were in the ninth grade and made a social studies score at 
the eleventh grade level, he would be markedly superior. But if he also 
made an cleventh-grade language score, he would be onl 
average in the corresponding abilities. 

What seems to annoy experts most about grade equivalents, how- 
ever, is the smugness they encourage. If a school finds that its fifth- 
graders average at the seventh-grade level in reading, for example, 
school officials often feel quite self-satisfied. But, as Robert H. Bauern- 
feind of the National College of Education points out, national averages 
on achievement tests represent levels which are “really mediocre” 
compared to the kind of work which should be done in schools with 
comfortable finances and pupils who come from fairly well-off homes. 
The reverse holds true as well. Schools which are 


poorly financed and 
overcrowded with children from underprivileged slum families may 
be doing an excellent 


job and still not attain national averages on 
achievement tests. 


Dr. Bauernfeind points out as well, in his excellent book on Build- 
ing A School Testing Program, that test publishers standardize their 
achievement series on different national samples of children. As a result, 


y slightly above 
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fifth-grade score levels on one publisher's series may represent sixth- 
grade levels or fourth-grade levels on the series of another publisher. 

You can better judge your child’s achievement test performance, 
many authorities hold, by looking at his standing among children at his 
grade level nationally. They believe that it would make a lot more sense 
for you to be told that your fourth-grade child stands ahead of, say, 
90 per cent of fourth-graders nationally, than for you to be told instead 
—and on the basis of the same test performance—that your child scored 
at a national sixth-grade level. Standings reported in this less misleading 
way are called “percentiles-in-grade” (or “percentiles-for-grade”). Per- 
centiles-in-grade standings are used in some of the country’s giant 


achievement test series. 


Are Tests Blocking Your Child’s Writing Ability— 

And Even His Thinking Ability? 

Some critics of testing claim that your child may never learn to 
write good English prose because of standardized tests. The head of 
the English department at Groton, for instance, has charged: 


Few teachers, administrators and businessmen who employ the product of 
ritten composition is deteriorat- 


schools and colleges would deny that w. } 
ing. The wholesale substitution of objective tests for essay examinations 
in all subjects may well be a major cause of the deterioration; for testing 


influences teaching to a degree little short of control. 
and charge that standardized tests in- 
f mature intellectual powers in your 
child. Professor Banesh Hoffmann of Queens College, for example, has 
called for formation of a high committee of inquiry to look into the 
evils of testing. Doing some of the committee’s work in advance, Dr. 
Hoffmann declares that “it would realize how important 1t 1s to train. 
students to organize their own thoughts and to put something of them- 
selves into a project, and how damaging it can be to reward them for 
merely picking wanted answers at rates up to a hundred an hour.” The 
committee, he further presumes, would “be far less willing than the 
testers to sell our intellectual heritage for a mess of statistical pottage.” 

Charges like these against achievement tests, if justified, pose seri- 
ous questions for your child’s education. But are they justified? 

It is perfectly true that achievement tests do not teach your child 


Other critics go further still 
terfere with the development o 
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to write. No one has yet tried to devise an achievement test that would, 
nor is anyone likely to try. Rather, your child would learn to write 
from his teachers, ‘from practice, from study of elements and forms 
and from much hard work both on his part and the part of his teachers. 
If he does not learn to write, it seems more the fault of the school for 
not trying to teach him to than of standardized achievement tests. Tests 
do bear on writing, though, in two ways important for your child. 
First, tests of verbal aptitude or ability can give your child’s school 
some idea of how well he may be able to write. This is simply a matter 
of evidence; verbal aptitude or IQ scores correlate rather closely with 
average marks in English composition. Tests can thus show the school 
how easy or hard it should be for your child to learn to write well, and 
may thereby keep his teachers either from expecting him to be able to 
write beyond his capability or from under-rating his capability. Second, 
there are standardized achievement tests of writing ability which work 
rather well. In fact, for the purposes of predicting average marks in 
future English composition courses, they work better than written 
themes themselves. 

The leading test of this kind seems to be one in the College Board 
achievement series, the English Composition Test or ECT. In a recent 
experiment, scores on the Board’s ECT had correlations in the .70s 
with marks on themes arrived at in an elaborate special system. By con- 
trast, marks on written themes graded in the customary way showed 
correlations only in the .60s with the specially developed marks. 

But does “wholesale substitution” of standardized tests for essay 
examinations shut out the incentive and practice in writing your child 
would otherwise enjoy through essay exams? It might, if wholesale 
substitution has actually been accomplished. However, standardized 
tests have not supplanted essay exams as midterms, finals and quizzes 
used in regular schooling. Teachers still use essay exams about as widely 
as ever because they can closely reflect just what the teacher has cov- 
ered. Standardized tests tend to be used in addition to essay exams 
rather than instead of them. In a number of cases the tests simply don’t 


work well enough to serve as course-end or year-end exams instead of 
conventional classroom finals. As we have seen, some series measure & 
pupil’s broad progress in a subject area rather than what he has been 
taught in any one term or year. 


Some substitution has occurred. “The special merits of standard- 
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ized achievements tests have prompted many high schools to use them 
as end-of-course examinations, sometimes in place of and sometimes in 
addition to their own teacher-built tests,” Roger T. Lennon of Har- 
court, Brace & World observes. However, this represents modest rather 
than wholesale substitution for the country’s schools as a whole. The 
teacher’s own examination remains by far the predominant kind of final 
exam for the country. 

Is it true, though, that your child’s thinking ability will somchow 
be dulled by achievement tests? They don’t seem to have stunted the 
mental powers of people who took the tests often as children and are 
now among our Nobel Prize physicists, leading doctors and jurists, 
Senators, governors and corporation presidents. Moreover, no one 
would deny that the best schools in the country include such private 
ones as St. Paul’s, Kent, Groton, Milton, Lawrenceville and Hill. 
These schools would also certainly maintain that they are now doing 
everything possible to give a better education than ever before in their 
histories. Yet these and other outstanding schools—some 900 in all, most 
of them private, but a few public—take part in one of the most extensive 
testing programs in the country. This is the program of the Educational 
Records Bureau, in which a large battery of achievement tests is given 
each fall and spring. 

The Bureau’s program, which dates from 1927, includes IQ and 
other aptitude or mental ability tests as well. One of its main advantages 
is that it provides statistical norms on the test performance of all pupils 
in the Bureau's private school members. The Bureau selects or makes 
achievement tests for its members’ college preparatory courses. ERB 
member schools can thus compare the rather detailed subject-matter 
achievement of their pupils with what pupils of like 1Q or aptitudes are 
achieving in like schools. 

There is simply no evidence to indicate that achievement tests dull 
the thinking abilities of children. Rather, well-adjusted children who 
think and learn unusually well seem to score high on achievement tests 
without exception. For all the hostility toward standardized tests in 
some quarters, no one has yet pointed out a single case of a balanced 
child who earned superior marks in school subjects but did very poorly 


ON appropriate achievement tests. Brilliant children are sometimes an- 
noyed at the rigidity of achievement tests. They are also occasionally 
vexed to find test questions pitched at levels of less profound under- 
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standing than the ones on which their own minds can work. But they 
usually take to the tests with zest as intellectual puzzles, and they almost 
invariably do well on them. 

Their zest is quite appropriate, for achievement tests can be exer- 
cises of a high order in thinking ability. They can test for far more 
than memory of facts learned by rote. Jerome Bruner, a Harvard psy- 
chologist, notes in his widely admired book on The Process of Educa- 
tion that, 


Whether an examination is of the “objective” type involving multiple 
choices or of the essay type, it can be devised so as to emphasize an 
understanding of the broad principles of a subject. Indeed, even when 
one examines detailed knowledge, it can be done in such a way as to 


require understanding by the student of the connectedness between 
specific facts. 


Illustrative test questions in the first chapter have already indicated 
how achievement tests can examine your child’s broad understanding 
of a subject. Two more examples here will show this again, for ad- 
vanced students. They are drawn from a number of unusually searching 
test questions which Educational Testing Service recently issued. One 
was this question in modern European history tried out on college 
students: ý 


o Shaded strips 
are election years. 


0 
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The graph shown in Figure 1 represents the political composition from 
1922 to 1955 of which of the following? 


(A) German Bundestag 

(B) French National Assembly 
(C) Italian Chamber of Deputies 
(D) British House of Commons 


Students could use different ways of working out the answer, ETS 
points out. One would be to recognize, after having been able to read 
the graph, that it shows an essentially two-party system. This eliminates 
the Bundestag because, for one thing, Hitler outlawed all but the Nazi 
Party in 1933, It eliminates as well the French National Assembly, 
Which had far more than three parties before and after World War II. 
It also rules out the Italian Chamber, which was superseded by Musso- 
lini’s creation of the Chamber of Fasci and Corporations and his sup- 
pression of political parties in 1938. More than half of 300 college 
students with whom the question was tried recognized that the graph 
shows the composition of the British House of Commons. Party A 
Corresponds to the Conservative Party, which went out of power de- 
spite Churchill's leadership right after the war, in 1945. Party B repre- 
sents the Labor Party, which came to power under Clement Attlee in 
that year, while Party C depicts the dwindling ranks of the Liberal 
Party. ` 

Another question, one for students finishing a year of high school 
Physics, presents the diagram shown in Figure 2 and then asks: 


Side View 


1 A 
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One method of obtaining “artificial gravity” in a space station is to have 
the station rotating about axis A A’ as it revolves around Earth. The 
inhabitants of the space station would call which direction “down”? 

(A) Direction 1 

(B) Direction 2 

(C) Direction 3 

(D) Direction 4 

(E) Any one of the four, depending on the speed of rotation 
Solving the problem depends on applying fundamental concepts of 

mechanics to “a relatively novel situation,” the ETS authors comment. 
The key is to visualize the complex situation and to relate it to some- 
thing more familiar. Objects free to move in the space station would 
behave as do particles in a centrifuge and would “fall” to the outer edge. 
Thus, the “down” direction, the direction in which objects appear to 
fall, is direction 2, making (B) the right answer. (The two questions 
are reproduced by permission of Educational Testing Service.) 


Will Tests Penalize Your Child If He Takes the “New Math” 
or “New Science”? 


If your child comes home talki 


ng of things like “sets” in math or 
“green” biology, he is takin 


$ g one of the many new kinds of courses 
which are bringing revolutionary changes in schooling today. These 
changes are already far advanced in some subjects. Your child may be 
one of several millions learning the “SMSG” math program worked out 
for junior and senior high by the School Mathematics Study Group. 
He might be one of the million or more taking the “GCMP” modern 
math published by S i $ i Or 

ath published by SRA for kindergarten through sixth grade. Or 
he might be among many hundreds of thousands taking high school 
sciences with such inscrutable nicknames as “PSSC” physics, “chemical 
bond” chemistry, and “blue,” “yellow,” or “green” biology. Your child 
may have started learning a foreign language in the elementary grades 

ie A : À À ” 

~and learning to speak it (perhaps with workouts in a “language lab”) 
not just to read it and write it. Changes are stirring in reading, high 
school English and social studies as well. Almost the entire program of 
study in the schools is in wholesome ferment. 

; You might wonder, though, if some injustice would be done your 
child because the content of new kinds of courses he takes differs from 
the content reflected in achievement test questions. Several things make 
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it unlikely that your child would be unfairly appraised for this reason. 
The first would be his school’s practice of examining in detail the ques- 
tions on all achievement tests it gives to make sure that they are good 
tests of what is generally taught in the school. Second, as we have seen, 
at least some achievement test series given on the largest scale today 
tend to demand only general knowledge of basic subjects. These tests 
thus already fit a variety of courses by testing skills and analytic pow- 
ers in broad subject areas rather than knowledge in specific courses. 

Test publishers and agencies have been doing two more things to 
keep achievement tests in line with what schools are teaching. Courses 
of study have evolved in the past; we are in a period of only relatively 
fast and far-reaching change, rather than a period of sweeping change 
after years of no change at all. To keep up with course changes in the 
past, test-makers have periodically revised their tests. Revisions today 
reflect the much-altered new courses to the extent that they have been 
adopted in the schools, thus improving the tests for measuring your 
child’s abilities were he taking one of the new courses. Second, new 
tests in specific course areas like second-year high school math or high- 
School biology are being made to fit the new content. As we shall see 
Ina later chapter, the building of tests for new courses represents one 
of the major developments underway in testing today. 

Though it may sound strange to you, your child can be fairly 
examined on a test which includes questions on both traditional and 
New course content. For several years, for example, the College Board’s 
one-hour physics achievement test was offered in two versions—one for 
Conventional physics and the other for the new, PSSC physics. In 
a however, the Board made just a single test for all students regard- 
ss of which kind of course they have taken. The single test was given 
experimentally in thirty schools, along with each of the two separate 
tests. Correlations were then obtained between scores on all three tests 
tes later midterm marks in physi S: “AI threo tests were equally goat 

Predictors of midterm physics grades,” it was found. The two sepa- 
Tate versions were retired in favor of the new composite physics test. 
ETS”. F Dyer, vice-president in hoge af alan a a saa fa 
E gives one main reason why specially cons a es = 

© students taking either new and older programs reasonably well. 
«C Says that test-makers can write many achievement questions that 

Oth new and traditional program experts will agree on.” 
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How Achievement Tests Can Be Used to Give Your Child 
a Better Education 


For your child, the real importance of standardized achievement 
tests is that they can be used to give him a better education than he 
would otherwise get. Despite what is said against them, achievement 
tests are one of the prime tools of modern American education. They 
function to help children and schools on an enormous scale by provid- 
ing extremely useful bases for comparison that could not be made 
available in any other way. 

Perhaps the most important service these tests might perform for 
your child would be to show his teachers his “strengths and weak- 
nesses”—the areas in which his work seems to be weak and needs fur- 
ther attention, and those in which his work is strong and may need 
special tasks to maintain his progress and interest. Your child’s strong 
and weak areas would be indicated by comparisons between his 
achievement test performance and his age in years and months, his 
mental ability or IQ and the school grade he is in. 


Just average 


Slightly above average 


Slightly below average 


Considerably below average 


Considerably above average 


High level 


Lowest level reliably measurable on this test 


Highest level reliably measurable on this test 


The meaning of stanine scores on standardized tests, both as ex- 
pressed in words and in relation to the tested abilities of a large 
group of people whose scores follow a normal curve of distribution. 
(From Manual for Interpreting Metropolitan Achievement Tests 


[Grades 1-9], © 1962, Harcourt, Brace & World, Inc., New York. 
Reproduced by permission.) 
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Revealing critical problem areas for your child would be another 
important way in which the tests could help your child. For example, 
a fourth-grade girl, whom we might call Sherry Murphy, was a little 
younger than her classmates and had the high IQ of 121 on the Pintner- 
Durost test—in stanine 8, three stanines higher than the average stanine 5 
and just one below the high stanine, 9. On the Metropolitan Achieve- 
ment Tests, Sherry scored in stanine 8 in the tests of word knowledge 
and word discrimination, in stanine 9 on the reading test, in stanine 7 
on the spelling and language usage tests and in stanine 5 on the punctu- 
ation-capitalization test and the arithmetic problem-solving test. Be- 
cause of the errors of measurement in tests which we found out about 
earlier, only differences of two stanines signify genuine differences in 
ability. Sherry’s cluster of scores in the three highest stanines shows she 
is doing about equally well in those areas, and also about as well as 
you would expect from her IQ. She is doing not quite as well in punc- 
tuation-capitalization and in arithmetic problem-solving (which in- 
volves more reasoning ability than calculation). Why is suggested by 
her one remaining score: on the arithmetic computation test, she stands 
only in stanine 2, three below average. Sherry’s teacher should take 
this as a strong indication that the little girl ought to be helped in 
arithmetic, and that she may be confused about how to carry out such 
fundamental operations as adding, subtracting and multiplying. 


Metropolitan Achievement Tests 
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This profile chart shows visually how Sherrell Murphy (a girl whose 
case is recounted on an accompanying page) scored by stanines on 


120 / EDUCATIONAL TESTING FOR THE MILLIONS 


the Metropolitan Achievement Tests. It also shows how her very 
low score in arithmetic computation suggests the importance of 
clearing up some special trouble she may be having in arithmetic, 
in view of her otherwise quite high scores. Sherry’s Pintner IQ is 
also entered on the sheet at lower left. (From Directions for Complet- 
ing Individual Profile Chart, Metropolitan Achievement Tests, All 
Batteries, © 1960, Harcourt, Brace & World, Inc., New York. Repro- 
duced by permission.) 


5 Similarly, in one average sixth-grade class, it was found that several 
children scored consistently in the three highest stanines on the Metro- 
politan even though most pupils scored in the middle three or lower 
stanines. The teacher of the class should have seriously considered giv- 
ing these few high-scoring pupils an opportunity to work beyond the 
general level of the class—as well as giving special help and considera- 


tion to the few pupils who scored consistently in only the very low 
first and second stanines. 
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ment Tests by all the pupils in a 
throughout the score range, 
which the children have bee: 
The class’s teacher can see 
giving especially challenging 


arned on the Metropolitan Achieve- 
i sixth-grade class are spread widely 
indicating that the class is not one into 
n grouped to be homogeneous in ability. 
from the chart that he might consider 
work to the high-scoring pupils num- 
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bered 14 and 15 on the chart; similarly, he might want to give special 
help to two low-scoring pupils, indicated by numbers 30 and 33. 

Below, the similar stanine score graph for pupils in a second-grade 
class who also took the Metropolitan Achievements shows the scores 
clustering more closely together, reflecting the fact that this is a 
class grouped to be fairly homogencous in ability. Pupil number 3 
has scored generally higher than his classmates, which suggests that 
he may have been assigned to a class group not as capable as he 
seems to be. (From Manual for Interpreting Metropolitan Achieve- 
ment Tests |Grades 1-9], © 1962, Harcourt, Brace & World, Inc., New * 
York. Reproduced by permission.) 


Sherry’s test scores, incidentally, illustrate the utility of having an 
IQ or general mental ability score in addition to achievement scores 
alone. Though the IQ score certainly reflects things Sherry has learned 
rather than just her innate capacity, it reflects comparatively little of 
What has been taught to her in specific subjects. If you did not have 
her IQ score and had only her score in arithmetic computation, you 
would not be able to tell whether this poor showing in arithmetic might 
be bettered, or if further work would not be likely to bring it up. The 
1Q or mental ability score provides simply another basis for compari- 
son, besides age and grade level, which you may use to consider what 
Sherry might be able to do. Doing without IQ or aptitude scores as a 


122 / EDUCATIONAL TESTING FOR THE MILLIONS 


basis for comparison, if you have comprehensive achievement scores 
instead, would not be too serious, as you can see from the general pat- 
tern of Sherry’s achievement scores. Having IQ or aptitude scores as 
well, though, could be important in some cases—for example, with a 
child transferring into a hard-driving school from an educationally 
unambitious one, or with a child who has some problem which interferes 
with his learning in almost all subjects. 

Your child’s teacher can also see from achievement tests if the class 
as a whole has not spent enough time on certain specific things which 
may be important, like learning fractions or decimals, or developing 
skill in understanding the main point of a paragraph. Test-makers pro- 
vide schools with ways of seeing how classes did on each test question 
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each test question (or “item,” as a test 
) examines, and also by telling him how 
uestion compared with a national sample 


HOW WELL IS YOUR CHILD LEARNING? / 123 


of students in the same grade (by percentages who answered the 
question correctly, in the class and in the national sample). The 
teacher can thus find out from an item analysis report, with some 
precision, in which skills and knowledge the class seems strongest and 
weakest. Such item-by-item analyses of the test performance of each 
class, grade, school and school system are provided as an extra 
service by most of the large achievement test publishers. (Reproduced 
by permission from the Item Analysis Workbook for the SRA 
Achievement Series, © 1960, Science Research Associates, Inc.) 


or item. From these “item analyses” teachers can learn how their own 
classes compare with others in the school or across the nation generally 
in specific kinds of knowledge and skill. They can then work further 
on those that will not get much attention later in the children’s school- 
ing. School principals and superintendents can also see from these item 
analyses what learning objectives they might want to give greater or 
less stress to in planning and guiding the whole school program. 

_ Parents and teachers should not put any great store in detailed 
item analyses for individual children, experts generally advise. Even 
the longest achievement series, like the ones that require a total of eight 
hours’ testing time to take, may have only two or three questions on 
any one skill, like dividing one fraction by another or the use of the 
semi-colon, Your child may therefore have missed half the items con- 
cerning semi-colon use or dividing fractions because of a momentary 
fluke rather than genuine lack of knowledge. In such instances, experts 
Say that the items are too few to yield reliable results. Reliability in- 
creases for more items or questions answered by an individual child, 
so that your child’s score for many questions asked in arithmetic or 
Punctuation should be quite reliable. Reliability also increases for an 
individual item as it is answered by more children, so that an entire 
classroom of children can be said with satisfactory reliability to be 
Comparatively poor in dividing fractions if most of them missed even as 
few as only three or four questions on this skill in a long test. 

You should also note that tests only sample accomplishments rather 
than examine them exhaustively. As a result, for example, suppose that 
your child really did not know how to divide one fraction by another. 
If so, he could not learn how to do it simply by finding out how he 
should have answered the few test questions about it. Rather, he would 
have to learn it from a whole textbook section or period of study with 
his teacher. It is largely because of this that coaching or cramming for 
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achievement tests, which is occasionally done in schools and homes, is 
a particularly vicious waste of time. Genuine learning, actual educa- 
tional development, is what equips children to answer achievement test 
questions. Anxious, mechanical memorization of answers to questions 
like those on a test does not equip children to answer the questions 
they will actually encounter. Instead, it takes time which they could 
spend on the genuine learning that would equip them both for the test 
and for all future schooling and work. 

Your child might get most out of taking an achievement test bat- 
tery, ETS suggests, if his teacher does have the class discuss the ques- 
tions and answers missed by most of the boys and girls while the test is 
still fresh in their minds. Such discussion can be “a fascinating, illumi- 
nating, humorous adventure,” the teacher’s guide for the STEP series 
observes. “There is often ten times as much fun and profit in learning 
what led a student to a wrong answer than in learning what led another 
to the right one.” Holding such a post-mortem discussion provides an 
especially interesting opportunity for a teacher to conduct a quick re- 


view of matters which might have been slighted in the pupils’ prior 
schooling. 


Your child’s teacher would not be judged categorically in the light 
of the performance of your child and his classmates on standardized 
tests if the principal followed the recommendations of the test-makers. 
The administrator’s manual for the Iowa Tests of Basic Skills points 
out, for example, that, “If, then, the pupils under teacher Clara Jones 
make an average score seriously below the norm on most of the tests in 
the battery, it does not necessarily follow that Miss Jones has not been 
doing all that could reasonably be expected of her in instruction.” 

The reverse also holds true, the manual points out as well: “Simi- 
larly, the fact that the pupils under Mabel White made an average score 
well above the norm does not rule out the possibility that Miss White 
has been seriously negligent of her instructional duties.” Among many 
questions which would have to be answered before a supervisor could 
draw conclusions about how well a teacher has been working on the 
basis of tests, it says, are these: What is the intelligence level of the 
pupils? Does the teacher get the books and equipment he or she needs? 
What did the children learn before entering the class? Does the school 
administration make it easy or hard for the teacher to do good work? 
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How heavy is the teacher's teaching load? What is the pupils’ home 
background like? Does the whole school take classwork seriously? 
How well were the pupils. taught in their other classes? 

Questions somewhat like these also have to be asked about the 
achievement test scores for your child if you would understand what 
they really mean. Such questions, however, are neither unending nor 
unanswerable. And they center around a core of knowledge that is one 
of the major inventions of our civilization, as was suggested in the first 
chapter. That core of knowledge has been built in a searching and 
sustained investigation of one of our country’s most valuable and costly 
assets: what American children learn in becoming the men and women 
who will inherit all the hazard and promise of our world. The core of 
knowledge that achievement tests represent can show where your own 
child stands in his progress toward the role he will play in the world 
of tomorrow. It can show where he stands wjthout bias, whether you 
are rich or poor, whether your child’s manner is exuberant or quiet, or 
whether others may happen to think him handsome or ugly. It can 
show where he stands on flexible and voluntary standards which you 
and his school may freely select, then choose to meet at any point that 
you wish. Above all, it can show where he stands for the sake of help- 
ing him make the most of all that he might become. 


Chapter 4 


What Career Areas 
Should Your Child 
Aim For? 


Walter's father desperately wanted the boy to become an engineer. A 
self-made man, the father had built a flourishing structural steel busi- 
ness, but was not himself an engineer, as were many of the men with 
whom he worked. Walter liked the business and could eventually run 


it without having an engineering degree, but this made no difference to 
the father. 


The moment of truth for Wa 


Iter approached in his high school 
senior year. He had not met e 


ngineering college requirements, for he 
had dropped Spanish and never taken sciences, Besides, he had gotten 
Cs and Ds in his academic courses, and averaged only C-plus in taking 
geometry the second time. It seemed very unlikely that he could do 
passing work in engineering college studies. In the eighth and tenth 
grades he had gotten California Mental Maturity IQs of 114 and 102, 
and his eighth-grade California Achieve 
equivalents of 5.9 to 7.9, with the sin 
metic “comprehension.” 

To assess the boy’s colle 
him take an aptitude t 
20 per cent of high s 
and numerical aptitu 


ment scores ranged from grade- 
gle exception of an 8.8 in arith- 


8e prospects again, Walter’s counselor had 
est in twelfth grade. Walter stood ahead of only 
chool senior boys nationally on the test’s verbal 
de scores, which are particularly sensitive fore- 
casters of ability at college studies. The counselor suggested a two-year 
college program which might fit Walter’s talents, but the father refused 


to consider this and instead insisted that the boy still aim for a four- 
year engineering college. 
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When last heard from, Walter was trying to enter a private school 
to make up his requirements. All signs indicated that he was doomed to 
go through one punishing failure after another until he changed his 
plans. 


Another boy, Robert, was also doing below-average work in high 
school, despite an unusually good record in early schooling. His mother 
and dad were college graduates and were prominent in community 
affairs. They hoped very much that he would go to college, but his 
steadily worsening high school marks made college less and less likely. 
He developed a dislike for reading in high school, and avoided doing 
written assignments whenever possible. On a Cooperative Reading 
Comprehension Test in ninth grade he had scored a composite per- 
centile rank of only 32—that is, ahead of only 32 per cent of ninth- 
graders nationally. 

A counselor helping Robert with his problems also had him take 
an aptitude test in his junior year. The results electrified the boy, for 
he earned scores at the very high percentile ranks of 95 on verbal and 
numerical aptitudes—in the top 5 per cent of high school seniors across 
the nation. Apparently, though he had severe handicaps in reading and 
language abilities to overcome, he was basically very bright. With con- 
fidence renewed by his high scores, he buckled down to the problems 
he had dodged for so many years. His new, responsible attitude much 
impressed his teachers, and he began to pull his marks up. Late in his 
Junior year he was thinking about possible engineering colleges to 
which he might go. 


Your Child’s Career Horizon Hinges Largely on Ability Tests 


As the actual experiences of these two boys show, your child’s 
Career horizons could be deeply affected by what tests of ability re- 
vealed about his academic powers. Education required for higher-in- 
come careers today is pitched at a more demanding level academically 
than the work of the average high school. Your child would have to 
show his capability for the higher education that is now almost the 
sole route to higher-income careers in order to be even recommended 
for it by his school. And the two main ways in which your child would 
have to show his capability are by his regular schoolwork and his per- 
formance on standardized tests of ability. These tests would probably 
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include both tests of academic aptitudes or intelligence, and tests of 
achievement. Aptitude and achievement tests, then, can bear heavily on 
the level of career choice open to your child—more heavily than any 
other kind of psychological measurement. 

Moreover, aptitude and achievement tests can bear heavily in 
either of two ways. They can indicate that your child has more ability 
than had been believed, and can thus tend to increase his opportunities 
for getting ahead in life, or they can indicate that your child has less 
ability than had been hoped, and thus tend to limit his opportunities for 
getting ahead. In the latter case, ability tests could still benefit your 
child if they are measuring accurately, for they could be used to fore- 


warn him of ill-advised efforts—like Walter’s in the above story—in 
which he is likely to fail. 


Career “Interests” in Your Child Could Be Probed For With “Inventories” 


For almost any level of ability that your child may have, however, 
he still has a bewildering array of occupations from which he or she 
might choose. There are more than 40,000 different ways of making 
a living in the country today, according to the U.S. Bureau of Labor 
Statistics. How can your child possibly identify and look into all those 
in which he or she might be interested? 

1 To help answer this pre-eminently American question, psycholo- 
gists have developed measuring devices which resemble tests but which 
most emphatically are not tests. As we saw in the first chapter, they 
are called “occupational interest inventories.” These inventories are 
used with more than half of all young people going through the nation’s 
high schools. The two types of inventories used by the millions with 
young people are the Kuder Preference Records and the Strong Voca- 
tional Interest Blanks, as you will recall. Your child will very probably 
have his occupational interests appraised by either the Kuder or the 
Strong at one time or another in his high school years—most probably 
not before his last two high school years or even his college years, in 
the case of the Strong. , 

A Psychologists themselves hotly dispute the value of occupational 
Interest inventories. Those on each side cite actual cases to show that 
the inventories yield useful or useless results. For example, one of the 
nation’s leading authorities on vocational counseling and vocational 
choice, Donald EF. Super of Teachers College, Columbia University» 
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upholds the inventories. The research evidence that has been collected 
for the Strong in particular, he says, “is so convincing that I don’t think 
anyone can examine it and dismiss it.” Many of those who condemn the 
inventories, he remarks, “just don’t look at the evidence and set aside 
their biases.” 

One case that Dr. Super describes to illustrate the usefulness of an 
interest inventory was that of a very good-looking girl to whom he 
gives the fictitious name of Marjorie Miller. Marjorie started in voca- 
tional counseling at sixteen, when she was a high school senior doing 
well in a college prep program in which she liked chemistry, languages 
and history best. She also led a Girl Scout troop and painted, acted, did 
photography and wrote for the school paper. Marjorie was thinking 
then of going into chemical research or dietetics, and wanted help in 
deciding between them. On the Strong interest blank, Marjorie showed 
Interests most typical of people successful in scientific careers and, sec- 
ondarily, people successful in social welfare careers. 

On the basis of her Otis IQ of 124 and her consistent course marks 
in or near the 90s, her counselor asked Marjorie about college. The girl’ 
said she had thought of two nearby colleges which her father, an in- 
surance company executive, could afford. The counselor pointed out 
that these were specialized rather than liberal arts colleges. He sug- 
gested instead an academically demanding college that offered a scholar- 
ship for girls from their part of the state. She was pleased to learn of the 
scholarship possibility, and of the fact that she could take a general pro- 
gram to explore her interests in her first two college years, then major 
in a field to qualify for making a living; she hadn't known she could do 
this. She tried for the scholarship and won. Marjorie’s first college year 
reflected her science interests, but she later shifted to a child-study 
major. After college she embarked on a career in administration with 
the Girl Scouts. The counselor concluded that the secondary interest 
field revealed on the Strong, social welfare work, thus eventually be- 
came dominant. i 

By contrast, occupational interest inventories are deplored by John 
W. M. Rothney of the University of Wisconsin, who is one of the 
nation’s leading authorities on school guidance counseling. After sum- 
ming up his criticisms of them, he states with heated emphasis: “Coun- 
selors who need such crutches for their interviews as responses culled 
from long lists of inventory items ought to consider seriously whether 
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or not they are skilled enough to stay in their profession.” Dr. Rothney 
relates an anecdote told him by a school counselor to illustrate how 
misleading inventory results can be. His incomplete tale has been given 
wide currency by popular writers critical of testing. 

After an only partially literate country boy had taken an inven- 
tory, the story goes, his counselor saw that the boy had scored highest 
in “literary” interests, at about the 85th percentile. The puzzled coun- 
selor asked if he read much and the boy replied, “Naw, I don’t read 
nawthin’ much—onct in a whal a detectif magazine.” He had filled out 
the questionnaire, the lad further explained, thinking that it might be 
nice to lead an easy life writing books. However, the story docs not go 
on to relate the important facts of what the boy actually did in later life. 

These are the inventories which will probably be used to explore 
the occupational interests of yout child—and to considerable effect. 
Henry S. Dyer of Educational Testing Service, who is skeptical about 
the value of the inventories, tells of one witless counselor who dismayed 
a bright girl who was all set for college by insisting against all other 
evidence that she would be happy only in clerical work because that 
was her highest interest area according to an inventory. A counselor as 
uninformed as this, though, could misuse any kind of information. 

As you can see from such stories, the truth about inventories is that 
they have both values and dangers, both severe shortcomings and con- 


siderable advantages, depending on how they may be used with your 
child. ` É į 


Your Child Would Not Be Tested on Vocational Interest Devices 


The process through which vour child would go in answering an 
occupational interest inventory is basically different from the process 
through which he would go in taking an ability test. Although ability 
tests and interest inventories may appear similar on the surface, and 
though they are often lumped all together as “tests,” you should know 
the fundamental difference between them. Recognizing the difference 
can help keep you from becoming misled by findings for your own 
child. i i 

An ability test asks your child to take action in which he directly 
exhibits the things that are to be measured when he works an aptitude 
or achievement test. His actions on a test—figuring out the next number 
In a series, getting the answer to an arithmetic problem, identifying the 
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meaning of a word or a paragraph—are samples of your child's behavior 
in working the problems posed by the questions. Anyone can look at 
the result and sce that your child must have followed a certain line of 
thought (or two or three similar lines, possibly) in picking each correct 
answer. Ability rests, then, ask your child to act in certain ways which 
can be assessed objectively—that is, in such ways that any informed 
persons who look over the result can agree on what your child has done 
in at least reaching his right answers. His getting the right answers 
provides objective evidence that his mind behaved in certain ways—as 
a result of its capacity and general cultivation on intelligence tests, and 
of capacity with general and special cultivation on achievement tests. 

“There are many ways in which a child can earn a low score on 
a test,” Paul Woodring says in pointing out the importance of this 
feature of tests, “but there is only one way in which a child can earn 
a high score.” Dr. Woodring, who is editor of the Saturday Review 
Education Supplement, accordingly advises parents and teachers to 
place initial confidence only in high scores. They should take low 
Scores only as clues subject to further inquiry into the question of why 
they are low. When the tests are given properly, high scores can result 
only if the child actually knows how to work most of the questions, 
he comments. However, low scores can result from an emotional upset, 
4 complex about school or just looking out the window instead of 
Working the test. 

By contrast, an occupational interest inventory asks your child to 
answer questions about what he thinks he likes and dislikes. It does not 
ask him to provide samples of the behavior that is being investigated. 
Instead, it asks him to give his impressions of how he feels about many 
things. It is a “self-report” device, in technical language. 

You can appreciate the fundamental difference between ability tests 
and interest inventories by taking the question, say, of general mental 
ability, A test of this ability would ask your child to exhibit samples of 
it by using it directly on certain problems and questions. But an inven- 
tory concerning this ability would ask him about his impressions of it, 
Perhaps with indirect questions such as, “Is it fun for you to work hard 
arithmetic problems?” and “Do you read many non-fiction books for 
Stown-ups?” You could probably tell something about your child’s 
Mental ability by asking him about it in an inventory. As you can im- 
agine, however, the results you would get from a test should have a 
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more direct meaning and should be more dependable. 


What the “Kuder” and the “Strong” Would Seem to Reveal for Your Child 


Your child would be most likely to take the “Kuder” or the 
“Strong” inventory in his pivotal high school years. These are the years 
when children must decide on at least a gencral future direction in life. 
The two big questions are either on to college or into work after high 
school. Many important specific questions—questions like which kind 
of work or which kind of college, and why, and how—follow rapidly 
in the wake of the two big ones. Daughters face these questions just as 
urgently as sons, for they need economic independence and educated 
talents regardless of their prospects for marriage. 

On either the Kuder or the Strong your son or daughter would 
mark likes and dislikes in long lists of things, as we saw in the first 
chapter. A minor difference between them is that the Kuder Is a 
“forced-choice” questionnaire while the Strong is not. That is, your 
child would have to answer “like most” or “like least” for two out of 
every set of three things on the Kuder. On the Strong, he could indi- 
cate “indifferent” instead of only “like” and “dislike” for each item. 

It would probably be fun for your child to fill out either the 
Kuder or the Strong. Doing so takes little effort, and the results could 
not possibly reflect on his capabilities. On a vocational interest inven- 
tory, in a sense, everybody wins. Moreover, your child would probably 
find it exciting to check off how he feels about things like being an 
actor or a flyer, or designing engines or buildings or bookkeeping sys- 
tems. 

The results or scores your child would receive would be quite 
different for the two inventories. As we saw in the first chapter, your 
child would receive a plotted “profile” of his interests in ten broad 


vocational areas on the most widely used type of Kuder, the Vocational 
Form C, These are: 


Outdoor Artistic 
Mechanical Literary 
Computational Musical 
Scientific Social Service 
Persuasive Clerical 


For each of these, your child would receive a percentile ranking, 


OE 
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showing how he stands in his responses compared with the way in 
which a standardizing group responded. For your child, this norming 
population would be “a representative group of 3,418 boys and 4,466 
girls in grades 9 through 12 from high schools well distributed over the 
country,” according to the Kuder “C” administrator’s manual. A per- 
centile ranking above the 75th percentile in an area indicates “high” 
interest in it, according to the manual, while a ranking below the 25th 
percentile indicates “low” interest. An accompanying “job chart” lists 
occupations which seem appropriate to each interest area and each of 
various combinations of them. For example, if your child’s interests in 
the “persuasive” area came out above the 75th percentile, he might 
consider becoming a “public relations worker” or “lawyer” or “sales 
engineer” on the “professional” level, according to the manual’s job 
chart. Or, on the “clerical and kindred” level, occupations suggested as 
appropriate for young people high in the “persuasive” area include 
“adjustment clerk” and “collector of bills and accounts.” If your child 
came out high on both “outdoor” and “persuasive” areas, suggested 
occupations include “4-H agent,” “playground director,” “hunting and 
fishing guide” and “barge captain.” Capable counselors, it should be 
noted, consider such interest area findings and corresponding occupa- 
tons only as general possibilities to be looked into, rather than as hard- 
and-fast determinations. 

Strong Vocational Interest Blank results for men, by contrast, list 
forty-five occupations divided into eleven categories, and not broad 
Interest areas. Your son’s results on the Strong would consist of a letter 
§rade—either A, B-plus, B, B-minus, C-plus, or C—for each of the forty- 
five listed occupations. Those listed are quite specific; they include 
artist, psychologist, physician, engineer, farmer, carpenter, YMCA 
physical director, salesman and lawyer. Results for your daughter 
Would similarly give a letter grade for each of twenty-seven listed oc- 
Cupations, which are not divided by categories. An A grade for an 
Occupation would indicate a pattern of interests very similar to the 
pattern found to be typical of the successful people in the occupation 
Who filled out the inventory in a standardization of it. A C grade for 
the Occupation would, in turn, indicate a pattern of interests quite un- 
like the typical Strong inventory interests pattern of those people. 


) Though the Strong gives scores for each specific occupation, coun- 
selors would generally interpret the results broadly, according to the 
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nostic tests, Here we are concerned with 


ie eos ual 
part scores and responses to individ 
test items. 


When our test results are to be used to evaluate pupil progress toward panar 
tional objectives, we are interested in constructing a general a we 
Such a test enables us to rank pupils in order of their achievement and to a 
tify general areas of weakness. For such purposes, we want a test that gees 
a representative sample of the course objectives and course content, that 5 
difficult enough to provide a reliable ranking of pupils, and that contributes 
improved teaching and learning. it 
Most tests constructed by classroom teachers are of the achievement 
Consequently, the principles and suggestions in this chapter pertain most direc 1 
to the general achievement test. In applying them to pretests, mastery tests, ao 
diagnostic tests, it is necessary to take into consideration that these test type 
are more limited in scope, generally have lower difficulty, and are less concerne 
with the relative achievement of pupils. ; 
2. The types of test items used should be determined by the specific learning 
outcomes to be measured. In const: 
concerns is that the test items 
terms, state f 


Tucting a classroom test one of our mem 
call forth the particular behaviors (e.g., de a) 
acts, apply knowledge, identify cause-effect relations, and so n 
indicated in the specific learning outcomes pertinent to each of our cou 4 
objectives, This is necessary if we are to accept the pupils’ responses to the = 
items as evidence that the specific learning outcomes and consequently w 
course objectives have been achieved. As noted earlier, this process of selang 
the test items as directly as possible to the specific outcomes provides ka la 

the greatest assurance that our test is a valid measure of our course objectives: 
Therefore, the nature of the test items selected should depend chiefly on the 
nature of the outcomes to be measured. F 

Each type of test item is efficient for measuring some learning outcomes an 

inefficient, or inappropriate, for measuring others. The short-answer type, for 
example, effectively measures the recall of specific facts but is generally inappro 
priate for measuring understanding, application, interpretation, and other com- 
plex learning outcomes. The true-false or alternative-response type of item is 
most useful where the desired outcomes are either determining the truth or 
falsity ofa statement, distinguishing between fact and opinion 
between appropriate and inappropriate responses. As with the 
the true-false item is generally inadequate for measuring t 


> or discriminating 
short-answer type, 


he more complex 
learning outcomes. The matching type of item is similarly restricted, Tt is lim- 


ited almost entirely to learning outcomes that call for the identification of sim- 
ple relationships and the ability to classify things into ae categories. The 
multiple-choice item is the most generally adaptable type o „test item. It can be 
used effectively in measuring a variety of kinds of learning outcomes, from 
simple to complex. Even the multiple-choice type of item is i re however, 
in that it is inefficient or inappropriate for measuring some o 


the More com- 
plex outcomes. The essay and other supply types are the mo 


st effective for 
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aray. the ability to organize data, for measuring the ability to present 

ideas, and for some types of problem-solving activity. 

Pr a test item actually measures the particular behavior called for in a 

which th sarmng outcome depends, of course, to a large extent on the skill with 

a erie test item is constructed. No amount of skill, however, will enable us 

Brane a valid test of achievement if the test items selected for use are mmap- 
o the specific learning outcomes to be measured. 


3. ; > 

teni Test items should be based on a representative sample of the cours 

and the specific learning outcomes to be measured. A test, no matter how 
test items that could 


i is always a limited sample of the many possible : 
included. For example, we expect pupils to know thousands of specific facts 
ha can test for only a limited number of them; we expect pupils to develop 
he standings which are applicable to innumerable situations but we can test 
A Pplication to only a limited number of situations; and we expect pupils to 
velop thinking skills which will enable them to solve a variety of problems 


ut we can test their problem-solving ability with only a limited number of 
Problems, In each area of content and for each specific learning outcome, then, 
We merely select a sample of pupil behavior and accept it as evidence of achieve- 
ment in that area. We assume that the pupils’ responses to our selected set of 
test items are typical of what his responses would be like to other test items 
rawn from the same area. This means; of course, that our limited samples must 


e R * s + 
selected in a way to provide a representative sample in each of the various 


are, a 
A for which the test is being developed. 
e S noted earlier, some types of course : À 
Ore easily patterned into test questions than others. It is much easier to con- 


Struct test items which measure knowledge of specific facts and computational 
es of understanding, reasoning ability, 


ski 
ill, for example, than to develop measur á 
hich measures a representative 


a a r 
nal thinking skills. If we are to construct a test W : ‘ 
t the temptation to overload the test in 


Sa F 
ï mple of pupil behavior, we must resisi i ceil : 
Teas where test items are easily constructed. Following our table o specifica- 
tions as closely as possible seems to provide the best assurance that our test 
wi 

ill measure the various areas of course conten 


e con- 


content and learning outcomes are 


t and learning outcomes in a 


alanced manner. i à 
Another importaitt consideration jn obtaining a representative sample of 
Pupil behavior is the optimum minimum number of test items to be included 
m an area, This is especially jmportant in me 
Outcomes where there is 4 tendency to use few s 
for instance, 1S not sufficient to measure the 


ee? : h 
e int {f graphs, 
interpretation 0° © The nature of the data or the type of graph 


Pupil’s abili i graphs. 
il terpret grap s 
ity to in P: > determining whether he responds correctly 


may be the most influential factor in É 
to a single test item. Where several, or more, items are used, the influence of 


Such specific factors are minimized and we obtain a more representative sample 
pret graphs. How many test items are needed to 


of the pupil’s ability to inter] me. ; ' 
ative sample of behavior in any given area is difficult to 


asuring the more complex learning 
fewer items. One test item calling 


obtain a represent 
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to write. No one has yet tried to devise an achievement test that would, 
nor is anyone likely to try. Rather, your child would learn to ene 
from his teachers, from practice, from study of clements and forms 
and from much hard work both on his part and the part of his teachers. 
If he does not learn to write, it seems more the fault of the school for 
not trying to teach him to than of standardized achievement tests: krni 
do bear on writing, though, in two ways important for poi chi i 
First, tests of verbal aptitude or ability can give your child’s schoo 
some idea of how well he may be able to write. This is simply a matter 
of evidence; verbal aptitude or IQ scores correlate rather closely | 
average marks in English composition. Tests can thus show the schoo 
how casy or hard it should be for your child to learn to write well, and 
may thereby keep his teachers either from expecting him to be able to 
write beyond his capability or from under-rating his capability. Second, 
there are standardized achievement tests of writing ability which work 
rather well. In fact, for the purposes of predicting average marks in 
future English composition courses, they work better than written 
themes themselves. 

The leading test of this kind seems to be one in the College Board 
achievement series, the English Composition Test or ECT. In a recent 
experiment, scores on the Board’s ECT had correlations in the .70s 
with marks on themes arrived at in an elaborate special system. By con- 
trast, marks on written themes graded in the customary way showed 
correlations only in the .60s with the specially developed marks. 

But does “wholesale substitution” of standardized tests for essay 
examinations shut out the incentive and practice in writing your child 
would otherwise enjoy through essay exams? It might, if wholesale 
substitution has actually been accomplished. However, standardized 
tests have not supplanted essay exams as midterms, finals and quizzes 
used in regular schooling. Teachers still use essay exams about as widely 


as ever because they can closely reflect just what the teacher has cov- 
ered. Standardized tests tend 


rather than instead of them, In 


work well enough to serve as course-end or year-end exams instead of 


conventional classroom finals. As we have seen, some series measure a 


pupil’s broad progress in a subject area rather than what he has been 
taught in any one term or year. 


Some substitution has occurred. “The special merits of standard- 


HOW WELL IS YOUR CHILD LEARNING? / 113 


ized achievements tests have prompted many high schools to use them 
as end-of-course examinations, sometimes in place of and sometimes in 
addition to their own teacher-built tests,’ Roger T. Lennon of Har- 
court, Brace & World observes. However, this represents modest rather 
than wholesale substitution for the country’s schools as a whole. The 
teacher’s own examination remains by far the predominant kind of final 
exam for the country. : 

Is it true, though, that your child’s thinking ability will somehow 
be dulled by achievement tests? They don’t seem to have stunted the 
the tests often as children and are 
leading doctors and jurists, 

Moreover, no one 
include such private 
and Hill. 


mental powers of people who took 
now among our Nobel Prize physicists, 
Senators, governors and corporation presidents. 
would deny that the best schools in the country 
ones as St. Paul's, Kent, Groton, Milton, Lawrenceville 


These schools would also certainly maintain that they are now doing 
e a better education than ever before in their 


histories. Yet these and other outstanding schools—some 900 in all, most 
of them private, but a few public—take part in one of the most extensive 
testing programs in the country. This is the program of the Educational 
Records Bureau, in which a large battery of achievement tests is given 
each fall and spring. 

The Bureau’s program, which dates from 1927, includes IQ and 
other aptitude or mental ability tests as well. One of its main advantages 
is that it provides statistical norms on the test performance of all pupils 
in the Bureau’s private school members. The Bureau selects or makes 
achievement tests for its members’ college preparatory courses. ERB 
member schools can thus compare the rather detailed subject-matter 


achievement of their pupils with what pupils of like IQ or aptitudes are 


achieving in like schools. 

There is simply no evidence to indicate that achievement tests dull 
the thinking abilities of children. Rather, well-adjusted children who 
think and learn unusually well seem to score high on achievement tests 
Without exception. For all the hostility toward standardized tests 1n 
some: quarters, no one has yet pointed out a single case of a balanced 
child who earned superior marks in school subjects but did very poorly 
On appropriate achievement tests. Brilliant children are sometimes an- 
Noyed at the rigidity of achievement tests. They are also occasionally 
vexed to find test questions pitched at levels of less profound under- 


everything possible to giv 
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standing than the ones on which their own minds can work. But they 
usually take to the tests with zest as intellectual puzzles, and they almost 
invariably do well on them. 

Their zest is quite appropriate, for achievement tests can be exer- 
cises of a high order in thinking ability. They can test for far more 
than memory of facts learned by rote. Jerome Bruner, a Harvard psy- 
chologist, notes in his widely admired book on The Process of Educa- 
tion that, 


Whether an examination is of the “objective” type involving multiple 
choices or of the essay type, it can be devised so as to emphasize an 
understanding of the broad principles of a subject. Indeed, even when 
one examines detailed knowledge, it can be done in such a way as to 


require understanding by the student of the connectedness between 
specific facts. 


Illustrative test questions in the first chapter have already indicated 
how achievement tests can examine your child’s broad understanding 
of a subject. Two more examples here will show this again, for ad- 
vanced students. They are drawn from a number of unusually searching 
test questions which Educational Testing Service recently issued. One 


was this question in modern European history tried out on college 
students: 


o Shaded strips 
are election years. 


400 


300 


200 


100 
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The graph shown in Figure 1 represents the political composition from 
1922 to 1955 of which of the following? 


(A) German Bundestag 

(B) French National Assembly 
(C) Italian Chamber of Deputies 
(D) British House of Commons 


Students could use different ways of working out the answer, ETS 
points out. One would be to recognize, after having been able to read 
the graph, that it shows an essentially two-party system. This eliminates 
the Bundestag because, for one thing, Hitler outlawed all but the Nazi 
Party in 1933. It eliminates as well the French National Assembly, 
which had far more than three parties before and after World War II. 
It also rules out the Italian Chamber, which was superseded by Musso- 
lini’s creation of the Chamber of Fasci and Corporations and his sup- 
pression of political parties in 1938. More than half of 300 college 
students with whom the question was tried recognized that the graph 
shows the composition of the British House of Commons. Party A 
corresponds to the Conservative Party, which went out of power de- 
spite Churchill’s leadership right after the war, in 1945. Party B repre- 
sents the Labor Party, which came to power under Clement Attlee in 
that year, while Party C depicts the dwindling ranks of the Liberal 
Party. 

Another question, one for students finishing a year of high school 
physics, presents the diagram shown in Figure 2 and then asks: 


Side View 


i 
| 
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One method of obtaining “artificial gravity” in a space station is to have 
the station rotating about axis A A’ as it revolves around Earth. The 
inhabitants of the space station would call which direction “down”? 

(A) Direction 1 

(B) Direction 2 

(C) Direction 3 

(D) Direction 4 

(E) Any one of the four, depending on the speed of rotation 
Solving the problem depends on applying fundamental concepts of 

mechanics to “a relatively novel situation,” the ETS authors comment. 
The key is to visualize the complex situation and to relate it to some- 
thing more familiar. Objects free to move in the space station would 
behave as do particles in a centrifuge and would “fall” to the outer edge. 
Thus, the “down” direction, the direction in which objects appear to 
fall, is direction 2, making (B) the right answer. (The two questions 
are reproduced by permission of Educational Testing Service.) 


Will Tests Penalize Your Child If He Takes the “New Math” 
or “New Science”? 


If your child comes home talking of things like “sets” in math or 
“green” biology, he is taking one of the many new kinds of courses 
which are bringing revolutionary changes in schooling today. These 
changes are already far advanced in some subjects. Your child may be 
one of several millions learning the “SMSG” math program worked out 
for junior and senior high by the School Mathematics Study Group. 
He might be one of the million or more taking the “GCMP” modern 
math published by SRA for kindergarten through sixth grade. Or 
he might be among many hundreds of thousands taking high school 
sciences with such inscrutable nicknames as “PSSC” physics, “chemical 
bond” chemistry, and “blue,” “yellow,” or “green” biology. Your child 
may have started learning a foreign language in the elementary grades 
—and learning to speak it (perhaps with workouts in a “language lab”) 
not just to read it and write it. Changes are stirring in reading, high 
school English and social studies as well. Almost the entire program of 
study in the schools is in wholesome ferment. 

You might wonder, thou 
child because the content of 
the content reflected in achie 


gh, if some injustice would be done your 
new kinds of courses he takes differs from 
vement test questions. Several things make 
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it unlikely that your child would be unfairly appraised for this reason. 
The first would be his school’s practice of examining in detail the ques- 
tions on all achievement tests it gives to make sure “that they are good 
tests of what is generally taught in the school. Second, as we have seen, 
at least some achievement test series givén on the largest scale today 
tend to demand only general knowledge of basic subjects. These tests 
thus already fit a variety of courses by testing skills and analytic pow- 
ers in broad subject areas rather than knowledge in specific courses. 

Test publishers and agencies have been doing two more things to 
keep achievement tests in line with what schools are teaching. Courses 
of study have evolved in the past; we are in a period of only relatively 
fast and far- reaching change, rather than a period of sweeping change 
after years of no change at all. To keep up with course changes in the 
past, test-makers have periodically revised their tests. Revisions today 
reflect the much-altered new courses to the extent that they have been 
adopted in the schools, thus improving the tests for measuring your 
child’s abilities were he taking one of the new courses. Second, new 
tests in specific course areas like second-year high school math or high- 
school biology are being made to fit the new content. As we shall see 
in a later chapter, the building of tests for new courses represents one 
of the major developments underw: ay in testing today. 

Though it may sound strange to you, your child can be fairly 
examined on a test which includes questions on both traditional and 
new course content. For several years, for example, the College Board’s 
one-hour physics achievement test was offered in two versions—one for 
Conventional physics and the other for the new, PSSC physics. In 
1962, however, the Board made just a single test for all students regard- 
less of which kind of course they have taken. The single test was given 
experimentally in thirty schools, along with each of the two separate 
tests. Correlations were then obtained “between scores on all three tests 
and later midterm marks in physics. “All three tests were equally good 
as predictors of midterm physics grades,” it was found. The two sepa- 

rate versions were retired in favor ‘of the new composite physics test. 
Henry S. Dyer, vice-president in charge of College Board programs at 
ETS, gives one main reason why specially constructed single tests can 
serve students taking either new and older programs reasonably well. 
He says that test- makars can write many achievement questions that 
“both new and traditional program experts will agree on.” 
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How Achievement Tests Can Be Used to Give Your Child 
a Better Education 


For your child, the real importance of standardized achievement 
tests is that they can be used to give him a better education than he 
would otherwise get. Despite what is said against them, achievement 
tests are one of the prime tools of modern American education. They 
function to help children and schools on an enormous scale by provid- 
ing extremely useful bases for comparison that could not be made 
available in any other way. 

Perhaps the most important service these tests might perform for 
your child would be to show his teachers his “strengths and weak- 
nesses”—the areas in which his work seems to be weak and needs fur- 
ther attention, and those in which his work is strong and may need 
special tasks to maintain his progress and interest. Your child’s strong 
and weak areas would be indicated by comparisons between his 
achievement test performance and his age in years and months, his 
mental ability or IQ and the school grade he is in. 


Just average 


Slightly below average 
Slightly above average 


Considerably above average 


Considerably below average 


High level 


Lowest level reliably measurable on this test 
Highest level reliably measurable on this test 


The meaning of stanine Scores on standardized tests, both as ex- 
pressed in words and in relation to the tested abilities of a large 
group of people whose scores follow a normal curve of distribution. 
(From Manual for Interpreting Metropolitan Achievement Tests 


[Grades 1-9], © 1962, Harcourt, Brace & World, Inc., New York. 
Reproduced by permission.) 
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. Revealing critical problem areas for your child would be another 
important way in which the tests could help your child. For example, 
a fourth-grade girl, whom we might call Sherry Murphy, was a little 
younger than her classmates and had the high IQ of 121 on the Pintner- 
Durost test—in stanine 8, three stanines higher than the average stanine 5 
and just one below the high stanine, 9. On the Metropolitan Achieve- 
ment Tests, Sherry scored in stanine 8 in the tests of word knowledge 
and word discrimination, in stanine 9 on the reading test, in stanine 7 
on the spelling and language usage tests and in stanine 5 on the punctu- 
ation-capitalization test and the arithmetic problem-solving test. Be- 
cause of the errors of measurement in tests which we found out about 
earlier, only differences of two stanines signify genuine differences in 
ability. Sherry’s cluster of scores in the three highest stanines shows she 
is doing about equally well in those areas, and also about as well as 
you would expect from her IQ. She is doing not quite as well in punc- 
tuation-capitalization and in arithmetic problem-solving (which in- 
volves more reasoning ability than calculation). Why is suggested by 
her one remaining score: on the arithmetic computation test, she stands 
only in stanine 2, three below average. Sherry’s teacher should take 
this as a strong indication that the little girl ought to be helped in 
arithmetic, and that she may be confused about how to carry out such 
fundamental operations as adding, subtracting and multiplying. 


Metropolitan Achievement Tests 
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the Metropolitan Achievement Tests. It also shows how her very 
low score in arithmetic computation suggests the importance of 
clearing up some special trouble she may be having in arithmetic, 
in view of her otherwise quite high scores. Sherry’s Pintner IQ is 
also entered on the sheet at lower left. (From Directions for Complet- 
ing Individual Profile Chart, Metropolitan Achievement Tests, All 
Batteries, © 1960, Harcourt, Brace & World, Inc., New York, Repro- 
duced by permission.) 


á Similarly, in one average sixth-grade class, it was found that several 
children scored consistently in the three highest stanines on the Metro- 
politan even though most pupils scored in the middle three or lower 
stanines. The teacher of the class should have seriously considered giv- 
ing these few high-scoring pupils an opportunity to work beyond the 
general level of the class—as well as giving special help and considera- 


tion to the few pupils who scored consistently in only the very low 
first and second stanines, 


BE 


pan 


7 la 
| } 
EGE 7 Ee E 

mo- a 


x 

Id 
prea 
S33] 


PRA 

biii 

S G Bay 

LIN 

j O 

| Fy 
i q 
wae] 
Soul 


i 
H 


f 


AAA 
Above, the graphed stanine 


ment Tests bi 
throughout the score range, i 


HOW WELL IS YOUR CHILD LEARNING? / 121 


bered 14 and 15 on the chart; similarly, he might want to give special 
help to two low-scoring pupils, indicated by numbers 30 and 33. 

Below, the similar stanine score graph for pupils in a second-grade 
class who also took the Metropolitan Achievements shows the scores 
clustering more closely together, reflecting the fact that this is a 
class grouped to be fairly homogencous in ability. Pupil number 3 
has scored generally higher than his classmates, which suggests that 
he may have been assigned to a class group not as capable as he 
seems to be. (From Manual for Interpreting Metropolitan Achieve- 
ment Tests [Grades 1-9], © 1962, Harcourt, Brace & World, Inc., New ` 
York. Reproduced by permission.) 


Sherry’s test scores, incidentally, illustrate the utility of having an 
IQ or general mental ability score in addition to achievement scores 
alone. Though the IQ score certainly reflects things Sherry has learned 
rather than just her innate capacity, it reflects comparatively little of 
what has been taught to her in specific subjects. If you did not have 
her IQ score and had only her score in arithmetic computation, you 
would not be able to tell whether this poor showing in arithmetic might 
be bettered, or if further work would not be likely to bring it up. The 
IQ or mental ability score provides simply another basis for compari- 
son, besides age and grade level, which you may use to consider what 
Sherry might be able to do. Doing without IQ or aptitude scores as a 
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basis for comparison, if you have comprehensive achievement scores 
instead, would not be too serious, as you can see from the general pat- 
tern of Sherry’s achievement scores. Having IQ or aptitude scores as 
well, though, could be important in some cases—for example, with a 
child transferring into a hard-driving school from an educationally 
unambitious one, or with a child who has some problem which interferes 
with his learning in almost all subjects. 

Your child’s teacher can also see from achievement tests if the class 
as a whole has not spent enough time on certain specific things which 
may be important, like learning fractions or decimals, or developing 
skill in understanding the main point of a paragraph. Test-makers pro- 
vide schools with ways of seeing how classes did on each test question 
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An “item analysis” of answers on an achievement test battery, like 
this one for a test in the SRA Achievement Series, can prove helpful 
to the classroom teacher by showing him (as indicated above) what 

r skill each test question (or “item,” as a test 
i ines, and also by telling him how 
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of students in the same grade (by percentages who answered the 
question correctly, in the class and in the national sample). The 
teacher can thus find out from an item analysis report, with some 
precision, in which skills and knowledge the class seems strongest and 
weakest. Such item-by-item analyses of the test performance of each 
class, grade, school and school system are provided as an extra 
service by most of the large achievement test publishers. (Reproduced 
by permission from the Item Analysis Workbook for the SRA 
Achievement Series, © 1960, Science Research Associates, Inc.) 


or item. From these “item analyses” teachers can learn how their own 
Classes compare with others in the school or across the nation generally 
In specific kinds of knowledge and skill. They can then work further 
On those that will not get much attention later in the children’s school- 
ing. School principals and superintendents can also see from these item 
analyses what learning objectives they might want to give greater or 
less stress to in planning and guiding the whole school program. 

_ Parents and teachers should not put any great store in detailed 
item analyses for individual children, experts generally advise. Even 
the longest achievement series, like the ones that require a total of eight 
hours’ testing time to take, may have only two or three questions on 
any one skill, like dividing one fraction by another or the use of the 
semi-colon. Your child may therefore have missed half the items con- 
cerning semi-colon use or dividing fractions because of a momentary 
fluke rather than genuine lack of knowledge. In such instances, experts 
Say that the items are too few to yield reliable results. Reliability in- 
creases for more items or questions answered by an individual child, 
SO that your child’s score for many questions asked in arithmetic or 
Punctuation should be quite reliable. Reliability also increases for an 
individual item as it is answered by more children, so that an entire 
classroom of children can be said with satisfactory reliability to be 
Comparatively poor in dividing fractions if most of them missed even as 
€W as only three or four questions on this skill in a long test. 

You should also note that tests only sample accomplishments rather 
than examine them exhaustively. As a result, for example, suppose that 
your child really did not know how to divide one fraction by another. 

f so, he could not learn how to do it simply by finding out how he 
should have answered the few test questions about it. Rather, he would 
ave to learn it from a whole textbook section or period of study with 
'S teacher. It is largely because of this that coaching or cramming for 
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achievement tests, which is occasionally done in schools and homes, is 
a particularly vicious waste of time. Genuine learning, actual educa- 
tional development, is what equips children to answer achievement test 
questions. Anxious, mechanical memorization of answers to questions 
like those on a test does not equip children to answer the questions 
they will actually encounter. Instead, it takes time which they could 
spend on the genuine learning that would equip them both for the test 
and for all future schooling and work. 

Your child might get most out of taking an achievement test bat- 
tery, ETS suggests, if his teacher does have the class discuss the ques- 
tions and answers missed by most of the boys and girls while the test is 
still fresh in their minds. Such discussion can be “a fascinating, illumi- 
nating, humorous adventure,” the teacher’s guide for the STEP series 
observes. “There is often ten times as much fun and profit in learning 
what led a student to a wrong answer than in learning what led another 
to the right one.” Holding such a post-mortem discussion provides an 
especially interesting Opportunity for a teacher to conduct a quick re- 


view of matters which might have been slighted in the pupils’ prior 
schooling. 


Your child’s teacher would not be judged categorically in the light 
of the performance of your child and his classmates on standardized 
tests if the principal followed the recommendations of the test-makers. 
The administrator's manual for the Iowa Tests of Basic Skills points 
out, for example, that, “If, then, the pupils under teacher Clara Jones 
make an average score seriously below the norm on most of the tests in 
the battery, it does not necessarily follow that Miss Jones has not been 
doing all that could reasonably be expected of her in instruction.” 

The reverse also holds true, the manual points out as well: “Simi- 
larly, the fact that the pupils under Mabel White made an average score 
well above the norm does not rule out the possibility that Miss White 
has been seriously negligent of her instructional duties.” Among many 
questions which would have to be answered bef 
draw conclusions about how well a teacher has 
basis of tests, it sa 


ore a supervisor could 
been working on the 
s ys, are these: What is the intelligence level of the 
pupils? Does the teacher get the books and equipment he or she needs? 
What did the children learn before entering the class? Does the school 


administration make it easy or hard for the teacher to do good work? 
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How heavy is the teacher’s teaching load? What is the pupils’ home 
background like? Does the whole chaol. take classwork seriously? 
How. well were the pupils- taught in their other classes? 

Questions somewhat like these also have to be asked about the 
achievement test scores for your child if you would understand what 
they really mean. Such questions, however, are neither unending nor 
unanswerable. And they center around a core of knowledge that is one 
of the major inventions of our civilization, as was suggested in the first 
chapter. That core of knowledge has been built in a searching and 
sustained investigation of one of our country’s most valuable and costly 
assets: what American children learn in becoming the men and women 
who will inherit all the hazard and promise of our world. The core of 
knowledge that achievement tests represent can show where your own 
child stands in his progress toward the role he will play in the world 
of tomorrow. It can show where he stands wjthout bias, whether you 
are rich or poor, whether your child’s manner is exuberant or quiet, or 
whether others may happen to think him handsome or ugly. It can 
show where he stands on flexible and voluntary standards which you 
and his school may freely select, then choose to meet at any point that 
you wish. Above all, it can show where he stands for the sake of help- 
ing him make the most of all that he might become. 


Chapter 4 


What Career Areas 
Should Your Child 
Aim For? 


Walter’s father desperately wanted the boy to become an engineer. A 
self-made man, the father had built a flourishing structural steel busi- 
ness, but was not himself an engineer, as were many of the men with 
whom he worked. Walter liked the business and could eventually run 


it without having an engineering degree, but this made no difference to 
the father. 


The moment of truth for Walter 
senior year. He had not met engineering college requirements, for he 
had dropped Spanish and never taken sciences. Besides, he had gotten 
Cs and Ds in his academic courses, and averaged only C-plus in taking 
geometry the second time. It seemed very unlikely that he could do 
passing work in engineering college studies. In the eighth and tenth 
grades he had gotten California Mental Maturity IQs of 114 and 102, 
and his eighth-grade California Achievement scores ranged from grade- 


equivalents of 5.9 to 7.9, with the single exception of an 8.8 in arith- 
metic “comprehension.” 


To assess the bo 


approached in his high school 


college program which mi 
to consider this and inste 
year engineering college. 
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When last heard from, Walter was trying to enter a private school 
to make up his requirements. All signs indicated that he was doomed to 
go through one punishing failure after another until he changed his 
plans. 

Another boy, Robert, was also doing below-average work in high 
school, despite an unusually good record in early schooling. His mother 
and dad were college graduates and were prominent in community 
affairs. They hoped very much that he would go to college, but his 
steadily worsening high ‘school marks made college less and less likely. 
He developed a dislike for reading in high school, and avoided doing 
written as ignments whenever possible. On a Cooperative Reading 
Comprehension Test in ninth grade he had scored a composite per- 
centile rank of only 32—that is, ahead of only 32 per cent of ninth- 
graders nationally. ` 

A counselor helping Robert with his problems also had him take 
an aptitude test in his junior year. The results electrified the boy, for 
he earned scores at the very high percentile ranks of 95 on verbal and 
numerical aptitudes—in the top 5 per cent of high school seniors across 
the nation. Apparently, though he had severe handicaps in reading and 
language abilities to overcome, he was basically very bright. With con- 
fidence renewed by his high scores, he buckled down to the problems 
he had dodged for so many years. His new, responsible attitude much 
impressed his teachers, and he began to pull his marks up. Late in his 
junior year he was thinking about possible engineering colleges to 
which he might go. 


Your Child’s Career Horizon Hinges Largely on Ability Tests 

As the actual experiences of these two boys show, your child’s 
career horizons could be deeply affected by what tests of ability re- 
Vealed about his academic powers. Education required for higher-in- 
come careers today is pitched at a more demanding level academically 
than the work of the average high school. Your child would have to 
show his capability for the higher education that is now almost the 
sole route to higher-income careers in order to be even recommended 
for it by his school. And the two main ways in which your child would 
have to show his capability are by his regular schoolwork and his per- 
formance on standardized tests of ability. These tests would probably 
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include both tests of academic aptitudes or intelligence, and tests of 
achievement. Aptitude and achievement tests, then, can bear heavily on 
the level of career choice open to your child—more heavily than any 
other kind of psychological measurement. . 
Moreover, aptitude and achievement tests can bear heavily in 
either of two ways. They can indicate that your child has more ability 
than had been believed, and can thus tend to increase his opportunities 
for getting ahead in life, or they can indicate that your child has less 
ability than had been hoped, and thus tend to limit his opportunities for 
getting ahead. In the latter case, ability tests could still benefit your 
child if they are measuring accurately, for they could be used to fore- 


warn him of ill-advised efforts—like Walter’s in the above story—in 
which he is likely to fail. 


Career “Interests” in Your Child Could Be Probed For With “Inventories” 


For almost any level of ability that your child may have, however, 
he still has a bewildering array of occupations from which he or she 
‘might choose. There are more than 40,000 different ways of making 
a living in the country today, according to the U.S. Bureau of Labor 
Statistics. How can your child possibly identify and look into all those 
in which he or she might be interested? 

To help answer this pre-eminently American question, psycholo- 
gists have developed measuring devices which resemble tests but which 
most emphatically are not tests. As we saw in the first chapter, they 
are called “occupational interest inventories.” These inventories are 
used with more than half of all young people going through the nation’s 
high schools. The two types of inventories used by the millions with 
young people are the Kuder Preference Records and the Strong Voca- 
tional Interest Blanks, as you will recall. Your child will very probably 
have his occupational interests appraised by either the Kuder or the 
Strong at one time or another in his high school years—most probably 


not before his last two high school years or even his college years, in 
the case of the Strong. 


Psychologists themselves hotly 
interest inventories. Those on each 
the inventories yield useful or usele 
nation’s leading authorities on vo 
choice, Donald E. Super of Teac 


dispute the value of occupational 
side cite actual cases to show that 
ss results. For example, one of the 
cational counseling and vocational 
hers College, Columbia University, 
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upholds the inventories. The research evidence that has been collected 
for the Strong in particular, he says, “is so convincing that I don’t think 
anyone can examine it and dismiss it.” Many of those who condemn the 
inventories, he remarks, “just don’t look at the evidence and set aside 
their biases.” 

One case that Dr. Super describes to illustrate the usefulness of an 
interest inventory was that of a very good-looking girl to whom he 
gives the fictitious name of Marjorie Miller. Marjorie started in voca- 
tional counseling at sixteen, when she was a high school senior doing 
well ina college prep program in which she liked chemistry, languages 
and history best. She also led a Girl Scout troop and painted, acted, did 
photography and wrote for the school paper. Marjorie was thinking 
then of going into chemical research or dietetics, and wanted help in 
deciding between them. On the Strong interest blank, Marjorie showed 
interests most typical of people successful in scientific careers and, sec- 
ondarily, people successful in social welfare careers. 

On the basis of her Otis IQ of 124 and her consistent course marks 
in or near the 90s, her counselor asked Marjorie about college. The girl 
said she had thought of two nearby colleges which her father, an in- 
surance company executive, could afford. The counselor pointed out 
that these were specialized rather than liberal arts colleges. He sug- 
gested instead an academically demanding college that offered a scholar- 
ship for girls from their part ‘of the state. She was pleased to learn of the 
scholarship possibility, and of the fact that she could take a general pro- 
gram to explore her interests in her first two college years, then major 
ina field to qualify for making a living; she hadn’t known she could do 
this. She tried for the scholarship and won. Marjorie’s first college year 
reflected her science interests, but she later shifted to a child-study 
major. After college she embarked on a career in administration with 
the Girl Scouts. The counselor concluded that the secondary interest 
field revealed on the Strong, social welfare work, thus eventually be- 
came dominant. 

By contrast, occupational interest inventories are deplored by John 
W. M. Rothney of the University of Wisconsin, who is one of the 
nation’s leading authorities on school guidance counseling. After sum- 
ming up his criticisms of them, he states with heated emphasis: “Coun- 
selors who need such crutches for their interviews as responses culled 
from long lists of inventory items ought to consider seriously whether 
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or not they are skilled enough to stay in their profession.” Dr. Rothney 
relates an anecdote told him by a school counselor to illustrate how 
misleading inventory results can be. His incomplete tale has been given 
wide currency by popular writers critical of testing. 

After an only partially literate country boy had taken an inven- 
tory, the story goes, his counselor saw that the boy had scored highest 
in “literary” interests, at about the 85th percentile. The puzzled coun- 
selor asked if he read much and the boy replied, “Naw, I don’t read 
nawthin’ much—onct in a whal a detectif magazine.” He had filled out 
the questionnaire, the lad further explained, thinking that it might be 
nice to lead an easy life writing books. However, the story docs not go 
on to relate the important facts of what the boy actually did in later life. 

These are the inventories which will probably be used to explore 
the occupational interests of your child—and to considerable effect. 
Henry S. Dyer of Educational Testing Service, who is skeptical about 
the value of the inventories, tells of one witless counselor who dismayed 
a bright girl who was all set for college by insisting against all other 
evidence that she would be happy only in clerical work because that 
was her highest interest area according to an inventory. A counselor as 
uninformed as this, though, could misuse any kind of information. 

As you can see from such stories, the truth about inventories is that 
they have both values and dangers, both severe shortcomings and con- 


siderable advantages, depending on how they may be used with your 
child. i 


Your Child Would Not Be Tested on Vocational Interest Devices 


The process through which your child would go in answering an 
occupational interest inventory is basically diffe 
through which he would go in taking an ability test. Although ability 
tests and interest inventories may appear similar on the surface, and 
though they are often lumped all together as “tests,” you should know 
the fundamental difference between them. Recognizing the difference 


E keep you from becoming misled by findings for your own 
child. i 


An ability test asks your child to take action in which he directly 


exhibits the things that are to be measured when he works an aptitude 
or achievement test, His actions on a test—figuring out the next number 
in 2 sertes, getting the answer to an arithmetic problem, identifying the 


rent from the process 
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meaning of a word or a paragraph—are samples of your child’s behavior 
in w orking the problems posed by the questions. Anyone can look at 
the result and sce that your child must have follow ed a certain line of 
thought (or two or three similar lines, possibly) in picking each correct 
answer. Ability tests, then, ask your child to act in certain ways which 
can be assessed objectiv ely—that is, in such ways that any informed 
persons w ho look over the result can agree on W hat your child has done 
in at least reaching his right answers. His getting the right answers 
provides objective evidence that his mind behaved in certain w ays—as 
a result of its capacity and general cultivation on intelligence tests, and 
of capacity with general and special cultivation on ahea ement tests. 

“There are many ways in which a child can earn a low score on 
a test,” Paul Woodring says in pointing out the importance of this 
feature of tests, “but there is only one way in which a child can earn 
a high score.” Dr. Woodring, w ‘ho is editor of the Saturday Review 
Education Supplement, accordingly advises parents and teachers to 
place initial confidence only in high scores. They should take low 
scores only as clues subject to further inquiry into the question of why 
they are low. When the tests are given properly, high scores can result 
only if the child actually knows how to work most of the questions, 
he comments. However, low scores can result from an emotional upset, 
a complex about school or just looking out the window instead of 
working the test. 

By contrast, an occupational interest inventory asks your child to 
answer questions about what he thinks he likes and dislikes. It does not 
ask him to provide samples of the behavior that is being inv estigated. 
Instead, it asks him to give his impressions of how he feels about many 
things. It is a “self-report” device, in technical language. 

Y ou can appreciate the fundamental difference Deti een ability tests 
and interest inventories by taking the question, say, of general mental 
ability. A test of this ability wW ould ask your child to exhibit samples of 
it by using it directly on certain problems and questions. But an inven- 
tory concerning this ability would ask him about his i impressions of it, 
perhaps with indirect questions such as, “Is it fun for you to work hard 
arithmetic problems?” and “Do you read many non-fiction books for 
grown-ups?” You could probably tell something about your child’s 
mental ability by asking him about it in an inventory. As you can im- 
agine, however, the results you would get from a test should have a 
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more direct meaning and should be more dependable. 


What the ”Kuder” and the “Strong” Would Seem to Reveal for Your Child 


Your child would be most likely to take the “Kuder” or the 
“Strong” inventory in his pivotal high school years. These are the years 
when children must decide on at least a general future direction in life. 
The two big questions are either on to college or into work after high 
school. Many important specific questions—questions like which kind 
of work or which kind of college, and why, and how—follow rapidly 
in the wake of the two big ones. Daughters face these questions just as 
urgently as sons, for they need economic independence and educated 
talents regardless of their prospects for marriage. 

On either the Kuder or the Strong your son or daughter would 
mark likes and dislikes in long lists of things, as we saw in the first 
chapter. A minor difference between them is that the Kuder is a 
“forced-choice” questionnaire while the Strong is not. That is, your 
child would have to answer “like most” or “like least” for two out of 
every set of three things on the Kuder. On the Strong, he could indi- 
cate “indifferent” instead of only “like” and “dislike” for each item. 

It would probably be fun for your child to fill out either the 
Kuder or the Strong. Doing so takes little effort, and the results could 
not possibly reflect on his capabilities. On a vocational interest inven- 
tory, in a sense, everybody wins. Moreover, your child would probably 
find it exciting to check off how he feels about things like being an 
actor or a flyer, or designing engines or buildings or bookkeeping sys- 
tems. 

The results or scores your child would receive would be quite 
different for the two inventories. As we saw in the first chapter, your 
child would receive a plotted “profile” of his interests in ten broad 
vocational areas on the most widely used type of Kuder, the Vocational 
Form C., These are: 


Outdoor 


Artistic 
Mechanical Literary 
Computational Musical 
Scientific Social Service 
Persuasive Clerical 


For each of these, your child would receive a percentile ranking, 
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showing how he stands in his responses compared with the way in 
which a standardizing group responded. For your child, this norming 
population would be “a representative group of 3,418 boys and 4,466 
girls in grades 9 through 12 from high schools well distributed over the 
country,” according to the Kuder “C” administrator’s manual. A per- 
centile ranking above the 75th percentile in an area indicates “high” 
interest in it, according to the manual, while a ranking below the 25th 
percentile indicates “low” interest. An accompanying “job chart” lists 
occupations which seem appropriate to each interest area and each of 
various combinations of them. For example, if your child’s interests in 
the “persuasive” area came out above the 75th percentile, he might 
consider becoming a “public relations worker” or “lawyer” or “sales 
engineer” on the “professional” level, according to the manual’s job 
chart. Or, on the “clerical and kindred” level, occupations suggested as 
appropriate for young people high in the “persuasive” area include 
“adjustment clerk” and “collector of bills and accounts.” If your child 
came out high on both “outdoor” and “persuasive” areas, suggested 
occupations include “4-H agent,” “playground director,” “hunting and 
fishing guide” and “barge captain.” Capable counselors, it should be 
noted, consider such interest area findings and corresponding occupa- 
tions only as general possibilities to be looked into, rather than as hard- 
and-fast determinations. 

Strong Vocational Interest Blank results for men, by contrast, list 
forty-five occupations divided into eleven categories, and not broad 
interest areas. Your son’s results on the Strong would consist of a letter 
grade—either A, B-plus, B, B-minus, C-plus, or C—for each of the forty- 
five listed occupations. Those listed are quite specific; they include 
artist, psychologist, physician, engineer, farmer, carpenter, YMCA 
physical director, salesman and lawyer. Results for your daughter 
would similarly give a letter grade for each of twenty-seven listed oc- 
cupations, which are not divided by categories. An A grade for an 
Occtipation would indicate a pattern of interests very similar to the 
pattern found to be typical of the successful people in the occupation 
who filled out the inventory in a standardization of it. A C grade for 
the occupation would, in turn, indicate a pattern of interests quite un- 
like the typical Strong inventory interests pattern of those people. 

Though the Strong gives scores for each specific occupation, coun- 
selors would generally interpret the results broadly, according to the 
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p son’s profile of vocational interests, as indicated by the Kuder 
a erence Record, Vocational CH, might look like this if his in- 
erests, according to the inventory, came out highest in the “outdoor” 
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and “persuasive” areas. More than two million children a year take 
the Kuder vocational in high school and often plot such interest pro- 
files of their own for help in considering possible careers. Interest 
profiles like these should be viewed with many qualifications, as ex- 
plained on the accompanying pages. (Kuder Preference Record Profile 
for Vocational Form C, reprinted by permission of Science Research 
Associates, Inc. Copyright 1949 by G. Frederic Kuder.) 


eleven main categories of “interest clusters” on the Strong Blank for 
men. That is, a counselor would probably not tell your son that his 
interests suggest work as a YMCA physical director, but that they sug- 
gest a group of social welfare occupations as possibilities. 

Results for your child on cither the Kuder or the Strong would 
look like quite potent medicine. Right there in black and white, on the 
basis of research and in neat letter grades or precise percentile ranks, 
his occupational interests would seem to be completely mapped out. 
Low interests or disinterest should have as much force as high interest, 
for your child would presumably not be happy in occupational fields 
or areas in which his interests were low, and he ought to stay out of 
them. High-interest areas, of course, suggest satisfaction and success. 


Why Your Child’s Measured “Interests” Should Not Be Taken Literally 


However authoritative they may look, though, your child would 
be mistaken to take his results on the Kuder “C” or the Strong as the 
final, revealed truth about what he ought to do in life. This is not 
because they are technically casual devices, based on little or no re- 
search, The two inventories have been developed and investigated with 
extensive research for thirty years or more. The Kuder “C” inter- 
est areas were established through statistical analysis, and hundreds 
of people in a number of the occupations listed in the Kuder “C” job 
chart actually have been found to have interest patterns in general 
accord with the Kuder scheme. The Strong vocational interest patterns 
have been investigated for several thousand people in the respective 
occupations; in fact, the interest patterns presented as typical for the 
different occupations by the Strong scoring system were the patterns 
actually found to be more or less typical for people in those occupa- 
tions. 

It is this research itself, though, that suggests why you should not 
take the inventory results too literally. For one thing, the research has 
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shown that, although interest patterns for some children who reach a 
firm occupational decision by their early ‘teens remain remarkably 
stable, patterns for many children shift considerably until after the age 
of seventeen, or even twenty and older. Second, the research has also 
shown considerable variety of interest patterns within occupational 
groups as well as typical patterns for them. As the Kuder “C” manual 
itself observes: 
Thus, there may be a place for individuals with quite different interest 
patterns within a single occupation. Closeness of correspondence with 


the typical may be pointed out to the person, but he should not neces- 


sarily avoid an occupation solely because his interest pattern departs 
from the typical. 


Research has also shown that other factors besides interests assessed 
on inventories shape occupational decisions. Charles McArthur, a psy- 
chologist at Harvard, has found that wealthy prep-school boys gen- 
erally go into the fields in which they say they are interested rather 
than those in which the Strong indicates they are interested. For them, 
the attraction of family advantages outweighs what may be an apparent 
natural bent in another direction. 

Research with interest inventories also often gives values of relia- 
bility and validity lower than those considered advisable for tests of abil- 
ity. Inventories differ from tests in reliability and validity because of 
their basic difference in nature. As pointed out before, inventories are 
“self-report” devices which question your child about how he feels, 
while tests have your child show the qualities being measured in action, 
in actual behavior. 


Because of this difference, the bottomless problem of distortion 
afflicts inventories. Distortion is a problem from w 
entirely free (because normal Americans tr 
most situations; 


hich tests are almost 
y to score high on tests in 


however, as an example, soldiers have deliberately 
scored low on some ability tests to avoid being assigned to, say, truck 


repairs). To apply interest inventory profiles with confidence, a coun- 
selor ‘must be sure that your child reported his true feelings on the 
questionnaire. But the counselor can never be sure enough that your 
child did not “fake” consciously or distort unconsciously. f 

A story is told of one boy’s unconscious but human distortion. As a 
college student, this boy became engaged to the daughter of a wealthy 
man who offered to set him up in business. At the time he preferred to 
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be independent. When he filled out a vocational interest inventory, he 
scored high in his intended career field, psychology. But after another 
year, poor marks led him to think better of his father-in-law’s offer. He 
took the inventory again and, to his pleased surprise, found that his 
interests this time were high in the business career area. 

The Kuder does have a special “verification score” based on rarely 
chosen responses. The “V” score seems to identify many children who 
may have faked most deliberately, or ones who may have simply an- 
swered carelessly and at random. But the “V” score “by no means 
detects all types of distortion,” Professor Cronbach declares. 

It is quite remarkable that interest inventories can yield possibly 
helpful results for your child in the face of such problems of making 
effective inventories. But it has been shown with the Strong in particu- 
lar that people in different career areas do tend to have distinctive pat- 
terns of inventoried interests, and that these typical patterns remain 
stable for years. E. K. Strong, Jr., the originator of the inventories 
bearing his name, followed up 663 Stanford University students an 
average of eighteen years after they had first filled out his inventories; 
this was Strong’s celebrated eighteen-year follow-up study. Some 78 
per cent of the 663 former students were found to be in occupations 
for which they had originally gotten A ratings, while only 23 per cent 
were in carcers originally rated C for them. 

One last problem is. that an interest inventory may not apply to 
all fields in which your child might be interested. Professor Rothney has 
said of the Strong that “its range of occupational keys outside the pro- 
fessional fields is so limited that it is not informative for the majority of 
students who will not go into the professions.” Professor Cronbach 
seconds this motion by noting that many routine jobs, as in factory 
assembly line work, have little or no intrinsic interest; interest in such 
jobs stems largely from matters external to the nature of the work itself 
—from things like pay, working conditions, security, camaraderie and 
freedom from responsibility. 

Use Your Child’s Interest Inventory Results Only With These Precautions 


For your own child, then, you can take interest inventory results 
as scientific, all right, but also as scientifically limited in how they 
should be used. When your child comes to considering careers, you 
might remember these limitations specifically: 
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First, your child’s interests may well go on changing as he learns 
more about people, the world and himself in his late ‘teens and carly 
twenties. An interest pattern of his at an carly age might reflect his 
current feelings to at least some extent, but these feelings often change 
in young people as they grow up. In Columbia College, for example, 
about half the young men change their intended fields of major study 
while in college. And if your child’s interests remain stable, it is prob- 
ably because he reached a firm career decision in his early ‘teens which 
you could discover just by asking, without giving him an inventory. 

Second, your child may have cither clear-cut or potential interests 
in a career not reflected in an interest inventory system. If so, your 
child’s counselor would be wrong to have him give his inventory 
results more importance than his own preferences. 

Third, as the Kuder manual points out, people with a variety of 
interest patterns can be found in an occupation. Your child’s interest 
pattern need not conform to an occupation’s typical pattern in order 
for him to find a satisfying place in the occupation. 


Fourth, other factors besides interests as reflected on an inventory 
affect career choices—for example, in the case of prep-school sons of 
the wealthy whose advantages of family position and connections can 
make their opportunities in fields like banking, law or corporate man- 
agement more attractive to them than their inventoried areas of interest. 

Fifth and last, your child’s abilities can exert an even more tyran- 
nical effect in determining outlets for satisfaction of his carcer interests 
than family advantages might. We saw at the start of this chapter how 
a boy named Walter wanted to be an engineer, but that he probably 
could not become an engineer because his abilities did not lie in that 
direction. Apparently, the most common mistake which children and 
sometimes even counselors make with interest inventories is to assume 
that they appraise abilities as well as interests typical of various occu- 
pations. They most emphatically do not. The Kuder manual flatly de- 


clares, “In no case is the Kuder intended to substitute for measures of 
ability.” 


How Inventory Results Still Might Help Your Child 


‘ Even with all these limitations, interest inventories could be used 
fy a school counselor to help your child. Many children go through 
high school with only a vague idea of what they would like to do in 
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life, and with no idea of how to begin searching through all the thou- 
sands of possibilities. Interest inventories are among the few devices 
which counselors can use to obtain some sort of impression of a child’s 
interests detached from his personal confusions and defenses, if the 
child is all mixed up’about possible careers. Inventories like the Kuder 
and the Strong enable the counselor to help your child identify career 
areas which might be likely to interest him, and to start him exploring 
career areas in relation to himself realistically. This is the proper use 
of the Kuder and the Strong—to open vistas and provide starting points 
rather than to close vistas and obtain final answers. It is mainly for 
these purposes that the inventories are used by the millions with young 
people today. 

Interest inventories might also suggest other promising career lines 
if your child had started on one without finding satisfaction or success. 
For example, one college girl was majoring in child psychology and 
Working with nursery school children with only mediocre results. She 
had gone into the field because, vears before, she had read a book about 
a Woman who worked with orphans. The girl had been inspired then 
and there to decide on orphanages as a wonderful life’s work. However, 
on a Kuder “C” interest profile obtained in college, the girl ranked be- 
low the 20th percentiles in the “social service” and “persuasive” areas 
Which would seem to be important in orphanage work. Her standings 
In “clerical” and “computational” areas, though, had been above the 
90th percentiles. These four had been the only markedly high and 
markedly low standings for her among the ten interest areas. Moreover, 
she reported having “just loved” a summer job of routine filing, and 
had obtained quite good marks in typing and shorthand courses. If this 
girl had become discouraged about her original choice, a counselor 
could have tactfully suggested that she might consider office and secre- 
tarial work instead. 


Your Child Might Discover Career Clues in His Aptitudes 

Your child might have a somewhat detailed appraisal of his career 
abilities—or rather, his “aptitudes” as they relate to career fields—made 
With bona fide tests while in junior or senior high school. These would 
Most likely be the Differential Aptitude Tests of The Psychological 
Corporation. The tests do have reliabilities and validities as high as those 
Senerally thought satisfactory for any ability tests. As we saw in the 
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first chapter, the DAT battery is one of America’s giant test series. It 
was developed to serve in vocational as well as educational counseling 
in the junior and senior high school grades. Its eight tests apply, gen- 
erally, to three areas: , 

Educational (with the first two tests, verbal reasoning and numeri- 
cal ability, corresponding to conventional IQ or general ability tests, 
and the third, abstract reasoning, paralleling a “nonverbal” IQ index); 

Manual occupations and courses (with tests four and five, space 
relations and mechanical reasoning); and 

Office work occupations and courses (with the last three tests— 
clerical speed and accuracy, spelling and sentence usage). 

Any appropriate combination of the tests besides these three 
groupings can be examined for the aptness of any specific carcer possi- 
bility—for example, spelling and sentence usage as well as verbal ability 
in the case of journalism. 

Your child’s whole pattern of eight aptitude levels on the DAT 
would hold meaning for him. The aptitudes could be compared directly 
with each other, for all eight tests were re-standardized together on a 
national sample of more than 45,000 children in grades 8 through 12 


in 1962. Your child’s performance on the DAT would usually be shown 
to him as his percentile rank on each te 


st among those children in the 
45,000 who were on his own grade ley 


el and of the same sex. 
You might wonder what two tests that are clearly ones of achieve- 


ment—spelling and sentence usage—are doing among tests of aptitude. 
Many people suppose that tests of aptitude measure inherent capabilities 
rather than capabilities developed through consistent schoolwork. This 
is not true. Tests are defined by type according to the purpose for 
which they are designed to be used, rather than their functional con- 
tent. As we saw, all IQ and general ability tests reflect educational 
background, as well as cultural background, to at least some extent— 
that is, they do reflect some degree of educational achievement. The 
DAT includes at least these two tests of specific educational achieve- 
ment because spelling and sentence usage are good indicators of a 
child’s aptitude for office work and editorial work. Your child’s verbal 
ability score on the DAT would indicate how well he might be able 
to do in using language skills, but his spelling and sentence usage scores 


would indicate how far he has actually developed in two basically 
important skills of this kind. j 
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Actual cases illustrate how the DAT might be used in your own 
child’s vocational counseling. Do any of the following children remind 
you of your own? Their stories are a few of those told in the excellent 
Psych Corp manual, Counseling from Profiles; A Casebook for the 
Differential A ptitude Tests, by George K. Bennett, Harold G. Seashore 
and Alexander G. Wesman. 

Dorothy, a bright-eyed, poised senior in a large high school, had 
transferred that year from a small school. She wanted counseling about 
her idea of preparing for a career either in math and science or in nurs- 
Ing. An otherwise superior student, she was concerned particularly by 
the C grades she was getting in trig and solid geometry after having 
previously been an A student in math. Dorothy’s numerical ability and 
abstract reasoning scores on the DAT placed her above the 90th per- 
centiles in those aptitudes. The standings confirmed her capabilities in 
math, and suggested that her math teacher was marking her far too 
severely. The scores, plus great satisfaction with later part-time work 
in an insurance company’s statistical department, led her to decide to 
be a math or statistics major in college, and perhaps go into research in 
economics or statistics. 

Will was a husky farm lad who was doing very well in the fresh- 
man year of his high ‘school’s four-year program in agriculture. He had 
gotten an Otis Quick-Scoring IQ of 118, and on the DAT stood very 
high on most aptitudes—from the 75th to the 95th percentiles. Both 
Will’s test scores and his top rank in the agricultural program suggested 
to the counselor that the boy might benefit from college. Will said he 
Was not planning on college because he thought his family could not 
afford to send him. But he did say that he would like to learn more in 
high school than he was getting in the agriculture program. When the 
Counselor talked to Will’s dad about college costs and his son’s impres- 
Sive abilities, the man said that he might be able to pay most of Will's 
college expenses if going would do the boy good. Will transferred to 
the college prep program. 

Lola, a quiet, purposeful girl in her high school sophomore year, 
Was apparently even more capable than Will. She had gotten an Otis 
IQ of 127, and on the DAT ranked at the following high percentiles: 
verbal, 93rd; numerical, 85th; abstract, 95th; space relations, 91st; cleri- 
cal, 70th; spelling, 85th; and sentence usage, 93rd. It was no surprise to 
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the counselor that Lola was getting straight As in the school’s secretarial 
course. Lola saw the counselor about preparing for college, but said 
that her father was very much against her going. After she and the 
counselor had talked over her whole situation, though, Lola decided 
not to try for college and instead to finish in the secretarial course and 
go to work. The counselor reassured her by noting that, in a few 
years, she would probably be earning as much as many girls with col- 
lege degrees. Also, with good general academic courses on top of sec- 
retarial studies, the counselor said, she could be not only an excellent 
secretary but a useful citizen and interesting person as well. 

Charles, who was also a sophomore, looked worried as he entered 
the counselor’s office. He had been working very hard in the high 
school’s college prep program and had just scraped by until this year, 
when he failed Latin. His parents were determined to have him go to 
a rigorous four-year college, and he had been trying desperately to 
please them. Trouble in the academic program had been indicated for 
him by his Cooperative Reading test results at the 30th and 35th per- 
centiles in ninth and tenth grades. His DAT verbal standing at only 
about the 35th percentile tended to confirm these other indications of 
insufficient ability with words to succeed in college prep work; also, in 
spelling and sentence usage he stood at only about the 15th percentiles. 
However, in DAT mechanical reasoning he stood at the 91st percentile, 
and also at the 80th in abstract reasoning, the 76th in space relations and 
the 60th in numerical reasoning. The counselor suggested that Charles 
explore mechanical and technical areas, which he apparently liked. 
Charles transferred to easier sections in English and history, in which 
he had beea having difficulty, and dropped Latin for mechanical draw- 
ing. In his junior year, Charles took mostly shop, science and math 
courses; he easily did passing work in them and had cheered up con- 
siderably. He also planned to go to a two-year college or technical 


institute, an aim in which his mother and dad b 


y then concurred as 2 
wise one for him. 


By contrast, Grace was miserable in her junior year because of her 
failing work in the high school’s commercial program she had chosen. 
The program seemed to fit her interests, for her high areas on the 
Kuder “C” were computational and clerical, along with social welfare. 
However, the DAT indicated that commercial studies did not fit her 
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abilities. She ranked at only the 10th percentile in verbal, the 30th in 
numerical, about the 51st in clerical and about the 21st in spelling. Her 
space relations and mechanical reasoning ranks were rather high, 
though—at about the 80th percentiles. After her counselor had talked 
with her about developing new interests and plans, Grace asked to be 
transferred to the dressmaking program in a vocational high school. 
She did good work in her dressmaking courses and average work in the 
rest of her courses in the new program, and thought she would get her 
diploma without any trouble at all. 

Before high school, while Harry was in the eighth grade, he had 
deep misgivings about his mother’s fond hope of having him go to a 
Hebrew high school and eventually become a rabbi. He felt sure he 
could not succeed in these plans, and instead wanted to take the com- 
mercial course in a public high school. He had gotten poor marks all 
through school even though he was a year behind his regular grade. 
That spring the counselor went over Harry’s school record and his 
DAT results with the boy’s mother. He had done only about average 
on the numerical and space tests, stood only at about the 12th percentile 
on the verbal and abstract tests; he ranked very far down, at the Ist 
percentile, on the mechanical test. Clerical was Harry’s highest apti- 
tude, in which he stood at the 85th percentile. The mother reluctantly 
agreed to let him try the high school commercial course, at least for 
the ninth grade. After Harry had made good progress in ninth-grade 
commercial studies, she agreed that this had been the right decision for 
him. š 

After children like these half-dozen real boys and girls we have 
been considering are supplied with their DAT scores and percentile 
rankings, they can plot the rankings themselves. The plots are set up 
in a way which well illustrates certain basic features of standardized 
test results. For example, the full DAT plot that the counselor reviewed 
with Harry’s mother in the case just above looks as shown in. 

Your own child may well take the DAT and plot his differential 
aptitude findings while ‘in high school. These somewhat odd things 
about the plot on which he indicates his aptitude results reflect funda- 
mental features of testing, as follows: 

1. The base line is the middle—not the top or bottom—and your 
child would indicate how his aptitude standings differ from the middle, 
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PERCENTILE VERBAL NUMERICAL ABSTRACT SPACE MECHANICAL CLERICAL SPELLING SENTENCES 
99 


PERCENTILE 13 50 13 44 1 84 67 25 


(Reproduced by permission. Copyright 1951, The Psychological Cor- 
poration, New York, N.Y. All rights reserved.) 


or average. On regular classroom tests, the important base line is the 
passing level set by the teacher or the school—if not the top or perfect 
mark for all right answers, But standardized tests have no “passing 

levels, and they measure far wider ranges of ability than classroom 
tests. Accordingly, the importance of your child’s standing on a stand- 
ardized test is how far above or below normal or average he may rank. 
DAT standings below the average are by no means “negative” in any 
sense, even though the bars to designate them extend downward rather 
than upward; a standing at the 25th percentile represents just as positive 
an aptitude as a standing at the 75th percentile. Also, the base line of 


average performance carries no moral 


significance whatever; average 
or above-ay 


crage standings are neither good nor desirable in themselves. 
Instead, standings at various levels mean only that a particular course 
of action a child has in mind may be advisable or inadvisable in the 
light of his present aptitudes. i 


2. Along the left-hand side of the DAT plot form, percentile 
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rankings bunch together around the middle. This reflects the fact that 
most children score close to the average on tests, and that fewer and 
fewer children score in the increasingly high or low extremes. 

3. Children are advised that their aptitudes probably differ only 
if the levels of their rankings on the DAT plot differ by an amount 
equal to more than ¥% inch of vertical distance on a plot the size of 
Harry’s, as shown above. (This distance happens to be 1 inch on the 
full-size plot your child would actually use.) That is, Harry’s abilities 
as reflected on the DAT’s numerical, space and spelling tests probably 
do not differ from each other, but they probably do differ from his 
abilities as reflected on the other tests. This feature of the DAT plot 
form reflects the error of measurement of tests, and especially the com- 
pounding of errors of measurement which occurs when results from 
two tests are compared. 

Ability tests, interest inventories and aptitude tests can at least help 
focus attention on important questions when it comes time for your 
child to plan for a career. They can help your child in the ways we 
have seen when he works with a wise and well-informed counselor, 
and he would be the better for having them used well as he explores his 
Possibilities. However, they cannot provide your child with complete 
and clear-cut answers to the problems of making sound career decisions. 
We have seen some of the reasons why not in this chapter. We shall see 
even more fundamental ones in the next, which looks into persisting 
Mysteries of human personality. 


Chapter 5 


Does Your Child 
Have Personality 
Problems? 


Your Child’s Personality Affects His School Marks and Test Scores 


How well or poorly your child does in school and on tests depends in 
part on his whole personality, and not just on the qualities of his mind. 
His whole personality will have an even greater effect on his success 
in a career, as you can appreciate. How personality can influence school- 
work is shown by the case of one impulsive girl who had a very strict, 
domineering father. The girl had gotten very good marks and test 
scores all through the early grades. However, when she was thirteen 
her growing need for personal independence led her to resist and argue 
about her teachers’ demands, and the quality of her schoolwork started 
to drop sharply. Another example is that of a boy who had been 
greatly coddled by his mother. He had seemed quite bright in his early 
years, getting Stanford-Binet IQs of about 125. But in junior high he 
began failing in his courses; another Stanford-Binet IQ he got then had 
slipped to 111, and on the Otis Quick-Scoring he earned an IQ score 
of only 92. A likable but easily discouraged boy, he had never buckled 
down to learn fundamental skills—reading, in particular—apparently 
because of his mother’s constant, doting indulgence. 

Emotional attitudes in your child which would affect his perform- 
ance on even an individual intelligence test have been described by 


David Wechsler, author of the Wechsler intelligence scales. He char- 
acterized them as your child’s 
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interest in doing the tasks set, his persistence in attacking them and his 
zest and desire to succeed—items which might more generally be de- 
scribed as temperamental or personality factors, but which nevertheless 
must be recognized in all actual measures of intelligence. For this reason, 
one might appropriately refer to them as the... non-intellective factors 
in general intelligence. 


Such “non-intellective” or personality factors cannot help but in- 
fluence everything-your child does in using his intelligence. As we saw 
in the two actual cases above, personality factors can hinder your 
child’s use of potentially good mental powers so much that his school- 
work and hence his whole life could be changed as a result. Because 
of this, a variety of psychological devices that attempt to detect per- 
sonality problems are used in American schools. Such test-like devices 
are used widely in the schools, though not with large numbers of 
children. None are employed ona scale even approaching that of the 
nation’s twenty-five giant test series. Your child is thus not very likely 
to encounter them, but the results might be quite important if he did. 
For if he should, his school would be using them for the purpose of 
helping him with a personality problem which may be interfering 
seriously with his learning and w hole development. 


Should Your Child’s School Help Him With Personality Problems? 


Vocal minorities of parents in some communities—Oxnard, Califor- 
nia; Whitehall, Ohio; and Island Trees, New York, among them—have 
objected strongly to having devices designed to detect personality 
problems used with their children. These parents believed that the 
school had no business questioning their children about how the chil- 
dren felt toward such matters as their parents, dating, sex and religion. 

Whether or not the school is justified in making such inquiries in 
trying to help children depends entirely on the community, according 
to George K. Bennett, president of The Psychological Corporation. 
“Some school systems want to restrict their efforts entirely to the tra- 
ditional concerns of education,” he says, “and do not want to be in- 
volved with even the question of whether or not the pupils have had 
a good breakfast.” Restricting the school’s efforts just to instruction 
is perfectly legitimate, in his “judgment, if that is what the staff, the 
school board and the parents of the community want. But it is also 
legitimate and widely prevalent, he points out, for a school to take at 
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least some responsibility for improving personal influences outside the 
school which affect how the child learns and grows. m 
Furthermore, Dr. Bennett declares, “If the community expects the 
school to take responsibility for the ‘whole child,’ the achoal = = 
inquire, by one means or another, into sensitive areas. It seems prefe 


i i r than i rmally 
able to do this systematically, by a checklist, rather than informally 
by a short interview.” 


Your Child’s Personality Could Not Be “Tested” 


Your child’s personality might be probed in school wiyh ae 
kinds of devices which are often mistakenly referred to as “tests. 
The kind he is most likely to meet, as it is given most widely, would 
be one of a number of long questionnaires which ask him to a 
the things that bother him in such areas as his home and family, 
school, his future, his self-confidence, his friendships, his health, the 
opposite sex and his outlook on life. Questionnaires like this are a 
erally called problem checklists or adjustment inventories; most O st: 
they are for junior and senior high school students. Among the pam 
popular ones are the Mooney Problem Check List of The oo eee 
Corporation; the Youth Inventory and Junior Inventory of SRA; F ‘ 
Billett-Starr Youth Problems Inventory of Harcourt, Brace & World; 
the Mental Health Analysis of Cal Test; and the Pupil Adjustment In- 
ventory of Houghton Mifflin. : 

The second kind your child might encounter is the full-blow ¢ 
personality inventory. These are questionnaires which would attemp! 
to identify major traits or features of your child’s personality. Per 
sonality inventories used fairly widely by the schools include the 
California Test of Personality of Cal Test; the Allport-Vernon-Lindzey 
Study of Values of Houghton Mifflin; the Gordon Personal Profile a 
Personal Inventory of Harcourt, Brace & World; and the Minnesota 
Counseling Inventory and the Minnesota Multiphasic Personality In- 
ventory distributed by Psych Corp. ‘a 

Your child might meet the third kind of personality assessmem 
devices only on rare occasions. These are the “projective” one 
Among those known to some extent in the schools are the Themati 
Apperception Test and the Blacky Pictures distributed by Psych Corp, 
and the Rorschach inkblot technique outlined in manuals distribute 
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by Harcourt, Brace & World. Projective instruments like these would 
have to be given to your child by an individual examiner. But a prob- 
lem checklist or a personality inventory could be given to your child 
na group. 

With any or all of these devices your child’s personality could 
not possibly be “tested.” Despite the names of some of them, none are 
tests in the same sense of the word as an academic ability or achieve- 
ment test. Problem checklists and personality inventories are “self- 
report” devices in which your child would give answers about his 
worries, likes and dislikes, in just the same way as on the occupational 
interest inventories we took up in the last chapter. With projective 
devices your child would be expected to reveal his inner nature in an 
indirect way, usually by telling what he sees in pictures or images. 

The first two kinds are superficially similar to tests, in that some 
of them yield numerical scores which can be compared with the range 
of scores made by a reference group used for standardization. The 
third kind—projective devices—superficially resemble individual IQ 
tests in that they would have to be given to your child individually 
by a trained examiner. 

But all three kinds differ from ability tests in a fundamental way. 
They do not have your child produce samples of his behavior which 
can unmistakably evidence the qualities of his that are being investi- 
gated. Ability tests have your ‘child show what he can do, or demon- 
strate what problems he can solve, so that anyone can look at the 
results and decide objectively what your child has actually been able 
to do in specific testing situations. But personality devices instead in- 
Vestigate your child’s emotions by asking him to reveal them through 
direct or indirect questions : i 

As a result, the reliability or consistency of findings with these 
Personality devices is almost always lower than the reliability levels 
acceptable for ability tests used in the schools. Also, personality devices 
have much lower validity for predicting specific consequences than 
ability tests. For your own child, then, these personality devices would 
yield results which could vary too much to be dependable in them- 
selves, as well as results which could not be used with some confidence 
by themselves to predict important future consequences for your child. 

Personality inventories and projective devices are regularly used 
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by clinical psychologists, who find them helpful as sources of clues and 
indications when their results are interpreted according to what the 
psychologist knows from long training and experience. But research 
evidence shows that they have relatively unreliable and invalid results 
when those results are not interpreted by a highly skilled psychologist. 

The principal professional organization in the field, the American 
Psychological Association, recognizes these limitations of personality 
assessment devices in two major ways. First, in a body of Technical 
Recommendations for Psychological Tests and Diagnostic Techniques 
which it officially approved in 1954 and 1955, it advised against having 
the word “test” used in the titles of personality questionnaires and 
similar inventory devices. It did so to avoid having the public misled. 

Second, according to the APA’s official statement on Ethical 
Standards for Psychologists, test publishers are advised to distribute 
interest inventories and personality screening inventories only to per 
sons who have had an advanced university course in psychological 
measurement, or its equivalent in training under a professional psy- 
chologist. The statement advises still more stringent distribution for 
personality inventories and projective devices, recommending that they 
be used only by persons with at least a master’s degree in psychology. 
These restrictions on who may use personality questionnaires are rec- 
ommended because your child’s advisers would need advanced training 
in order to employ them in constructive ways, Unfortunately, neither 
the stricture against using “test” in the titles of such devices, nor the 
recommendation against letting these devices get into the hands of 
people who may not know how to use them constructively, are closely 
enforced. Your child could, therefore, not only be misled by the name 
of some of these devices, but confused by an incorrect interpretation 
of a summary of his answers on one of them. 


How a Personality Problem Checklist Might Help Your Child 

Your child could benefit from being given one of the personal 
problem checklist questionnaires in his school. No harm to your boy 
or girl could result which would not otherwise be risked anyway, as 
we shall see. If your child should fill out a problem checklist, his school 
would be using it for either or both of two purposes—as a survey in tie 
school system aimed at seeing how it might be improved, or in trying 
to find out which children might want the help of a counselor. 
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A few school systems across the country, particularly ones in large 
cities, regularly use checklists to survey the different kinds of problems 
which seem to be bothering the children in different parts of the sys- 
tem. The school systems do so in order to relieve what problems they 
can for the children. 

The responses of your child and his schoolmates on a problem 
checklist could also provide their school’s counseling staff with some- 
what urgent cues for interviews. 

However, schools could not rely heavily on the checklists to iden- 
tify children with serious psychological problems; disturbed children 
might answer to hide their difficulties, trying to prove even to them- 
selves that they are all right. These children would be “misses”—ones 
who labor under difficult problems, but miss detection on the question- 
naire, Or a child might be a “false positive’—one who seems to need 
help, but who really doesn’t. As we shall see, even the most highly 
developed of personality inventories have large proportions of “misses” 
and “false positives.” 

About the only risk your child would run from being given a 
checklist is that of possibly being embarrassed or made tense by an 
unskillful counselor on the basis of checklist results. However, if the 
counselor is not skilled, your child runs the same risk even if there is 
no checklist in the picture. 

At best, these personal problem inventories help give the school a 
general idea of the kinds of things which are bothering the children, 
some of which might be corrected, Also on the plus side, the checklists 
seem to relieve children by helping them see their problems in some 
systematic way, and by giving children an opportunity to show what 
they would like to get in counseling. At worst, the most popular prob- 
as ‘checklists could prove futile for your child rather than downright 
armful. 


Personality and Projective Devices Could Err Seriously for Your Child 

If your child’s school was to have him answer a personality in- 
ventory or projective device, it would do so for much the same reasons 
as with a problem checklist—that is, in attempting to help him with 
some problem of his personal situation or psychological adjustment 
under which he was laboring. However, as mentioned a few pages ago, 
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the school could put far less confidence in the results than it could in 
the case of genuine tests of your child’s abilities. Just what the schol 
might do on the basis of the device’s results alone would also be tine 
less clear than with ability tests. For these reasons, schools do not use 
these personality instruments with any large numbers of children, and 
your child would not be likely to meet them. 


Nevertheless, questions of the whole personality are vital in school- 
ing. We all expect schools to help make our children happy, rae sel 
tive, upright and loyal. Children with confident, friendly, inidiistrions, 
obliging and cheerful dispositions are rewarded in school. On the other 
hand, schools penalize children with strongly rebellious personalities 
because a class cannot learn effectively if even one very disruptive 
child is in the room. Children are expelled from school—cut off from 
their friends and from the opportunity school offers them to become 
competent and independent adults—basically because of their person- 
alities. 

Your child’s teachers and advisers judge his personality practically 
all of the time by how he acts. He would be given a personality instru- 
ment in school in an attempt to see why he acts as he does, if he were 
to take one at all. 

The older type of personality inventories your child might take 
would attempt to measure a number of character traits—attachment to 
values deemed theoretical, economic, political, esthetic, social and m 
ligious on the Study of Values, for instance, or traits like “ascendancy, 
responsibility, emotional stability and cautiousness on the Gordon Per- 
sonal Profile. Newer types of personality inventories would yield scores 
indicating how normal or abnormal your child seemed to be in certain 
areas. On the Minnesota Counseling Inventory, for example, these areas 
would be family relations, social relations, emotional stability, moodi- 
ness, conformity, adjustment to reality and leadership. On the Califor- 
nia Test of Personality the areas would include sense of personal worth, 


nervous symptoms, family relations, feeling of belonging and antisocial 
tendencies. 


Psychologists today generally re 
acter can be measured with any sub 
disagree, for example, on what socia 
it might be desirable in general. The 


ject the notion that traits of char- 
stantial degree of accuracy. They 
bility is, as well as on how much of 
y also doubt that any sensible agree- 
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ment about traits could be reached. The psychologist who is president 
of the National Merit Scholarship Corporation, John M. Stalnaker, de- 
clares that he, of course, wants National Merit awards to go to young 
people who are honest. “We don’t want to educate someone who will 
be the best gangster, or the best thief,” he says. But he doubts that any 
definition of a desirable trait can be made that would be “independent 
of a specific situation.” Motivation is another trait which educators 
deem important today, he observes, but students do not have motiva- 
tion to achieve in school activities regardless of what the activities may 
be. His own daughter, Dr. Stalnaker notes, “is motivated for sports but 
not for studying German.” Because of basic complexities like these in 
the whole idea of traits, your child’s traits could not be assessed with 
any assurance with a personality traits inventory. 

How poorly such an inventory might work for your own child is 
illustrated by one study which was made of eighty-one college girls 
with the Bernreuter Personality Inventory. The Bernreuter gives scores 
in self-sufficiency, introversion, dominance and neurotic tendency, Ob- 
servations of the actions of the eighty-one girls were made continually 
for a year as part of the study, and competent persons rated the obser- 
vation records according to the Bernreuter traits. The ratings were 
then compared with how the girls scored on the inventory itself. 

Sixteen of the girls came out within the “maladjusted” extreme on 
the instrument’s neurotic tendency scale. However, only six of the 
sixteen girls were considered actually maladjusted by the raters. More- 
over, two of the girls who came out least maladjusted on the inventory 
Were considered actually maladjusted by the raters. In other words, 
so far as the important matter of maladjustment was concerned, the 
inventory was right on only six cases and wrong on twelve—identifying 
ten “false positives” who were rated not maladjusted and scoring two 
“misses” for girls who were rated maladjusted. The Bernreuter was 
therefore apparently wrong in twice as many cases as it was right about 
adjustment among these eighty-one college girls. 

But the difficulty with a device like the Bernreuter goes still 
deeper. This study concerned itself only with that inventory’s defini- 
tion of “maladjusted.” However, as we saw, psychologists by no means 
closely agree on what “maladjusted” means, or on other inventory trait 
Score terms. One expert notes, “The meaning of ‘introvert’ is twisted 
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and turned so that it represents for one [inventory] author a brooding 
neurotic, for another anyone who would rather be a clerk than a 
carnival barker. ‘Ascendance’ ranges from spontaneous social respon- 
siveness, in one theory, to inconsiderate and overbearing behavior in 
another.” In consequence, even if your child were found validly “mal- 
adjusted” according to the Bernreuter’s definition, the boy or girl 
might well not be considered maladjusted in fact by at least some fully 
qualified psychologists. 

Personality inventories of newer types which your child might 
take are based on more widely accepted ideas than the notion of traits, 
but statistical evidence of their validity—the touchstone of all psycho- 
logical measurement—shows them almost as haphazard as the older in- 
ventories. The Minnesota Multiphasic Personality Inventory, familiarly 
called the MMPI, is the most highly regarded of these newer devices. 
The MMPI and its shorter derivative, the Minnesota Counseling In- 
ventory, are among the most widely used of the newer types of in- 
ventories. The MMPI’s reputation stems from the enormous amount of 
research which has been done with the inventory. More than a thou- 
sand published research studies concerning the MMPI have been made 


since it appeared in 1940. At least five books, including an 844-page 
Atlas of MMPI “profiles,” explain how to use it. 


At first glance, the MMPI looks alarming—not so much in its ques- 
tions as in its “scales,” or scoring keys. Among its 550 questions, for 
example, are ones asking if the person believes he is being plotted 
against, or if he wishes he could be as happy as others, or if he drinks 
lots of water a day or ever gets muscular twitches. The original nine 
keys used to score a person’s “true-false” or “don’t know” answers to 
the MMPI’s questions include ones called “hypochondriasis,” “depres 
sion,” “paranoia,” “psychopathic deviate” and “schizophrenia.” As 
these names indicate, the MMPI was developed to help tell the differ- 
ence between various kinds of insanity—as it happened, in people arriv- 
ing for diagnosis at the neuropsychiatric division of the University of 
Minnesota hospitals. The MMPI tries to meet an important need for 
rapid and fairly sure initial diagnoses by hard-pressed admitting psychi- 
atrists at the country’s overloaded mental hospitals. For this purpose it 
seems to work well enough to help in running mental hospitals. Ac- 
cording to the MMPI’s originators, clinical psychologist S. R. Hatha- 
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way and psychiatrist J. C. McKinley, “a high score on a scale has been 
found to predict positively the corresponding final clinical diagnosis or 
estimate in more than 60% of new psychiatric admissions.” 

You should not be overly impressed by their statement, though, 
for various reasons. The MMPI scales still failed to agree with the final 
diagnosis or estimate for four of ten new admissions—a rather important 
fact for the patients concerned, and their families. And the 60 per cent 
agreement was presumably found at the University ‘of Minnesota hos- 
pitals—yet it is well known that different hospitals reflect different 
schools of thought for diagnosing the mentally ill, and the diagnoses of 
other psychiatric hospitals might differ widely from those of the Uni- 
versity of Minnesota. Finally, the authors have said of various scales 
—most creditably—that validity evidence for one is “certainly not con- 
clusive,” that a second scale proved only “slightly better” than others 
they rejected and that attempts to validate a third scale were “always 
disappointing.” 

By a somewhat remote chance, your child might be given the 
MMPI in his school. Experiments have been made with it in schools, 
not to see if the children were paranoids or schizophrenics, but to ex- 
plore their personality patterns. One most unusual study investigated 
all ninth-graders in Minneapolis, some 4,000 children, who were given 
the MMPI and followed up for the next two years. Some predictive 
power was found. Of the 21 per cent of these ninth-grade boys who 
scored high on the inventory’s “4” (psychopath) scale, 22 per cent 
committed acts of juvenile delinquency within the two-year span. Only 
5 per cent of all the boys scored high on a verifying “F” scale, but, of 
those in this 5 per cent, some 48 per cent later became delinquents. 

These results indicate that the MMPI should be valuable in esti- 
Mating the total numbers of future delinquents which might be ex- 
pected to develop among a large group of children. But it could not 
tell which ones among the high-scorers on, say, the “4” or the “F” scale 
would become delinquents—and more than three-fourths of the high- 
Scorers on “4” and half on “F” would not turn delinquent. A counselor 
Working with an individual child could only consider a high “4” or “F” 
Score as an improbable but possible hallmark of a future delinquent. 


If your own child were to be given the MMPI by a school coun- 
selor who hoped to find and relieve troubled elements in your child’s 


156 / EDUCATIONAL TESTING FOR THE MILLIONS 


personality, it would be very important for the counselor to be well 
trained. Counselors with the least training, Paul Woodring points out, 
are the ones most likely to be careless in jumping to conclusions. It is 
a counselor like this, Dr. Woodring observes, who would give the 
MMPI to a child, score it, then tell the child, “You're a schizophrenic!” 

An insufficiently trained counselor might not know, for example, 
that the MMPI does not work at all well in telling the difference be- 
tween normal people and people who suffer from severe mental illness. 
As Dr. Hathaway and Dr. McKinley state in their MMPI manual, “It 
should be continually kept in mind that the great majority of persons 
having deviant profiles are not, in the usual sense of the word, mentally 
ill, nor are they in need of psychological treatment.” This has been 
confirmed in various experiments. In general, scores of 50 on the MMPI 
scales are considered average or normal, while scores of 70 or higher 
are viewed as indications of mental illness. However, among a group of 
Northwestern University students picked at random, 39 per cent had 
scores over 70 on one MMPI scale and 14 per cent had scores over 70 
on two scales. Yet the professor making the experiment declared that 
“no other supporting evidence” indicated that high a degree of abnor- 
mality among Northwestern students. Apparently, the MMPI works 
fairly well in mental hospital admissions because most people brought 
for admission have already acted in ways which strongly indicate real 


mental illness. They are decidedly not typical of the general popula- 
tion. 


How an inventory derived from the MMPI might nevertheless 
work to help your child is illustrated in a story told by Ralph F. Berdie. 
Dr. Berdie, director of the student counseling bureau at the University 
of Minnesota, is the senior author of the Minnesota Counseling Inven- 
tory. It is based substantially on the MMPI. He devised the inventory 


for use in the state-wide testing program for Minnesota junior and 
senior high schools. 


In the case history he relates, a 


high school girl named Nancy Kaye 
was referred to a school counselo 


j ; r for help because she had become 
increasingly worried in her junior year. Until then, she had been happy 
and academically successful in school. In her first interview she and the 
counselor talked over her social life, health, family and activities gen- 
erally, but nothing showed up which might be causing her trouble. 
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The counselor then had her fill out the Minnesota Counseling Inven- 
tory. All her scores turned- out to be in the normal range except for the 
abnormally high one in family relations. The counselor accordingly 
started the next interview by having her talk at length about her family. 
Halfway through the interview Nancy said that her parents were put- 
ting more and more pressure on her to continue getting As and Bs in 
her courses. However, she had only limited academic ability, and was 
finding it harder and harder to continue getting high marks in the face 
of increasing competition in the upper high school years. 

All that personality inventories can do in the case of your own 
child, most psychologists agree, is to provide tentative indications or 
clues. These clues could be verified or discarded only in further talk 
and examination of other evidence. When inventory findings are veri- 
fied and do lead to the source of a problem, as in the case of Nancy 
Kaye, they can prove valuable. But in themselves, inventory findings 
for your child should not be taken as conclusive or even fairly prob- 
able. On the evidence—the statistical evidence which is the warrant of 
all psychological measurement—no personality inventory device could 
produce anything more than slightly probable findings about your 
child’s personality. On any one occasion, such findings could be flatly 
Wrong—and there is no simple way of telling on which occasions they 
would be wrong. 

Just as uncertain results would be obtained from one of the “pro- 
jective” devices used by a psychologist to explore your child’s person- 
ality. As mentioned before, these devices include the famous Rorschach 
inkblots, the misleadingly named Thematic Apperception Test and the 
sometimes maligned Blacky Pictures. On these or any projective device, 
your child would look at an image or a picture and say what he thinks 
it portrays. The assumption is that your child would necessarily “pro- 
ject” his conflicts, worries, tensions and complexes in his interpretations 
of what he saw. For example, the Rorschach inkblots are irregular 
cloudy shapes which actually portray nothing but what your child 
may see in them. The Thematic Apperception Test consists of pictures 
of people in undescribed situations. The first card, for example, shows 
a boy of about ten looking at a violin lying on a flat surface. Your child 
would be shown this and nineteen other pictures one by one, and asked 
to tell a story about each one as a “test of his imagination.” The Blacky 
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Pictures are a series of cartoon-style drawings about the family life of 
a little dog named Blacky; with them, your child would similarly be 
asked to tell a story about what each picture shows. The very rare use 
of the Blacky Pictures with school children has once or twice raised 
storms of parental protest, for they were developed for investigating 
“psychosexual development.” The projective method is also applied in 
words in the “sentence completion technique,” in which your child 
would be asked to finish sentences like, “My mother is... ,” and, 
“When I make a mistake . . .” 


Most often, projective devices are used only by psychologists who 
have had long training and experience, and who interpret projective 
findings in complex descriptions rather than numbers. Some rudimen- 
tary or partial scoring systems have been developed for projective in- 
struments. Whenever projective technique results have been reduced 
to numbers in this way, though, the values of reliability and validity 
obtained have been far lower than those considered adequate for genu- 
ine tests of ability—and in studies involving so few people that no more 
than barely suggestive significance can be attached to even these results. 

For these reasons; as with personality inventories, projective de- 
vices should not be used with your child by a counselor who is not 
highly trained in psychological analysis nor long experienced in using 
projective techniques. An untrained counselor could get only meaning- 
less or alarming results for your child in a mechanical, cookbook way- 
Even if the results should be valid for your child by some chance, the 
counselor would be likely to misinterpret them in trying to help your 
child. i 

If properly 
only by a fully 
terpret the results, not 


the light of all his experience, 
nowledge of your child’s past history and psychological 
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school psychologist. We have seen in this section how ineffective 
printed instruments which resemble tests can be when they are used 
alone in trying to get at the root of personality problems. In the next 
section, we shall see by contrast how effective school psychologists can 
be not only in analyzing personality problems, but in helping clear 
them up. 


How a School Psychologist Might Best Help Your Child 
With Personality Problems 


Stories about actual children clearly show how a capable school 
psychologist can effectively cope with personality problems. These 
stories are based on some of the case histories given by Mary Alice 
White, associate professor of psychology and education at Teachers 
College, Columbia University, and Myron W. Harris in their very 
good book on The School Psychologist (© 1961 by Mary Alice White 
and Myron W. Harris; adapted by ‘permission of the authors and Har- 
per & Row, Inc., New York). 

The case of the impulsive girl of thirteen who had a domineering 
father and whose school work had suddenly become very poor was 
Mentioned at the beginning of this chapter. As you will recall, the girl’s 
studies suffered because she started to express her growing need to feel 
independent by rebelling against her teachers and assignments. But 
there is more to the story. Since the girl also wanted to keep getting 
high grades, she went to see the school psychologist. With the psychol- 
ogist, the girl could let her anger and hostilities burst out in talk. The 
Psychologist understood how this relieved her tensions, and listened 
sympathetically. She continued to see the psychologist once every few 
weeks, as events especially annoyed her, through her last three years 
in the school. She did finish with high marks as a result. 

Nightmares so fearful that he remembered them with dread for 
days were the problem ofa ten-year-old boy. He was sent to the school 
Psychologist, who used a technique called play therapy to discover and 
help the boy understand what his terrors were about. Many of them 
came from fear of asserting himself. The psychologist also saw the 
boy’s parents every other week to get them to lighten the demands 
Which helped stir up their son’s fears. The boy’s gym teacher and class- 
room teacher were seen by the psychologist as well, so that they would 
help him act with normal initiative and aggression, and not be anxious 
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about it. The bad dreams stopped after some six months of interviews. 

Another boy, one fifteen years old, went out of his way consist- 
ently to antagonize his classmates. They jeered at him because he would 
not make friends, while he would answer their taunts by sneering at 
their lack of culture. However, a teacher he liked got him to go to the 
school psychologist because he was also doing poorly in his studies. 
The psychologist discovered that the boy had a neurotic problem of 
long standing. Because no mental health clinic services were available 
in the community and the family could not afford private treatment, 
the psychologist saw the boy twice a week for two years. His problems 


in getting along with other children, and doing well in his school work, 
greatly improved. 


One sixteen-year-old boy was a conspicuous troublemaker in 
school, and had often been suspended and otherwise disciplined for 
defying teachers, cutting classes and not doing assignments. The school 
psychologist was called in after all else had failed and the boy was 
about to be expelled. The boy had a very discordant home life, the 
psychologist found, and he could put up with the feared authority 
represented by his parents only by determined rebellion against them. 
His behavior in school was accordingly marked by what psychologists 
call “acting out”—that is, acting out explosive feelings and resentments 


generated at home mistakenly in the different situation of school. Such 
self-defeating acting- 
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English class given by a good-looking young man who had just started 
teaching. In her third interview, the girl showed the psychologist razor 
scratches on her wrists which she said she had made the night before 
in a suicide attempt. The psychologist said that this would have to be 
told to her parents. Her mother and dad were not particularly alarmed, 
however, and described some of the girl’s frequent melodramatic antics. 
Further diagnosis of the girl showed strong resentments and fears, but 
ones which she lived with by scorning and manipulating other people 
rather than turning against herself. She was definitely ‘not a suicidal 
risk. From the girl’s teachers, the psychologist learned that she was 
bright and could write well. The psychologist suggested to her that 
she write for the school paper in order to win the recognition she 
needed. At first she hung back, afraid of being turned down. But when 
encouraged further, she tried and was accepted, and became a feature 
writer. The psychologist met once more with her parents to explain 
how they might help their daughter express herself without giving in 
to her attempts to manipulate them. 

On occasion, the most important finding of a school psychologist 
can be that no therapeutic help is needed. At eleven, one boy had had 
difficulty ever since starting school. He fell farther and farther behind, 
grew very restless and acted as the “clown” of his class. His teacher 
tried very hard to help him, but had no success at all. She concluded 
that the boy must be emotionally disturbed, and she and the principal 
asked his parents to have the boy go to the school psychologist. 


After very carefully diagnosing the boy, however, the psycholo- 
gist believed that he was not emotionally disturbed in the ordinary 
sense. Rather, it seemed that serious difficulty in learning was the source 
of disturbance in other parts of his personality. His trouble seemed to 
be centered particularly in reading, and the psychologist had him see 
a reading specialist. The boy was found to be suffering from a rare and 
apparently inherent mental defect, one which makes it very hard for 
children who have it to put letters together into words and remember 
them clearly. The reading specialist, in fact, thought that the eleven- 
year-old boy had shown remarkable accomplishment in getting as far 
as he had despite his handicap. This kind of handicap is sometimes 
called “reading dyslexia” today, and children with it can develop nor- 
mal reading ability after long, special instruction. So it was with this 
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boy. In a year’s time he made two-and-a-half-years’ progress in reading, 
according to achievement tests, and could keep up with his classmates 
at last. Personally, he was acting like a different boy altogether, and a 
happy one. , 

Skilled school psychologists can help with serious personality 
problems in the ways these stories show because they have long training 
and experience for it. They are not always right in their judgments, and 
a few tend to see a psychosis behind every stomach-ache. But their 
training acquaints them with the great complexities of personality dis- 
orders, and the difficulty of finding causes and cures. Rather than jump 
to conclusions, the capable ones frame hypotheses about the troubles 
which beset an unhappy child. Generally, they prefer not to treat 
children in school because it takes far too much of the time they need 
to spend serving the needs arising among all the pupils in their schools. 
But the test of their hypotheses, whether they treat the child, or an out- 
side clinic or doctor does, is always whether the child improves. 

School psychologists do use personality inventories and projective 
devices like those we have considered in this chapter. They, with clini- 
cal psychologists and psychiatrists seeing people as patients, are the 
main users of these strange personality assessment instruments. In fact, 
specialists like these should probably be the only users of them, for 
only they know enough about the instruments’ vagaries and the aspects 
of personality the instruments do not take into account. Specialists like 
these can capitalize on the clues such instruments do provide, and at 
the same time discount misleading indications. Less highly trained per- 
sons who might be tempted to use them—teachers, and many guidance 
counselors now in the schools—simply do not have the necessary back- 
ground to recognize possibly valid clues and to discard probably invalid 
ones. Personality instruments and projective devices should not be used 
by even partial amateurs because their results are so uncertain in con- 
sistency, and even meaning, for the inadequately trained. These are the 
psychological measuring instruments which are still in an experimental 
stage of development. Specialists do not take their findings at face 
value, and you should certainly not. 

You might wonder if your child’s guidance counselor should be 


able to help in some way with personality problems. Absolutely ye: 
Generally, guidance counselors are trained to help the broad range ° 
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normal children with the many problems they have—in personal de- 
velopment as well as in educational and career planning. Help in getting 
over shyness, in making friends, in getting along with the opposite sex, 
in adjusting to you as a parent or in developing good study habits, is 
the kind of help with personal problems a guidance counselor should 
be well qualified to provide your child. Information about his capabili- 
ties and school achievement, and about good career possibilities, is the 
kind of help from the guidance counselor for you to expect -par excel- 
lence. The guidance counselor is also very likely to have a sound and 
professional idea of what your child is like personally. A counselor 
could also recognize children with difficulties who do not respond to 
the normal kinds of help the counselor gives, and who may therefore 
need full-scale diagnosis and possible therapy. But it would be an ex- 
tremely rare guidance counselor who had sufficient training and experi- 
ence to actually diagnose and treat without doing more harm than good. 
Most often, a counselor would refer a child who seems to have really 
serious problems to someone better qualified to help. 

Not all referrals involve serious problems, however, nor even per- 
sonality difficulties. School psychologists, particularly those working 
with elementary school children, help with learning problems that need 
special attention—and prefer to do so while the problems are still minor 
ones. 

Count yourself fortunate if your child does have a good guidance 
counselor in his school and a good school psychologist in his school 
district, for both kinds of specialists are in short supply. Most guidance 
counselors whom we do have work in high schools. Authorities like 
James B. Conant recommend about 1 counselor per 300 children in 
a school. Instead, we have about 1 guidance counselor for every 1,000 
children now in high school for the nation as a whole. Similarly, the 
American Association of School Psychologists recommends that schools 
have 1 psychologist for each 1,000 to 3,000 children, while the national 
average is far below 1 for every 10,000 school children. Moreover, the 
Counselors and the psychologists that we have in the schools could well 
do with more training. Many counselors do not have master’s degrees 
in the field, as they should. Many school psychologists have only mas- 
ter’s degrees, while it is desirable—according to Paul Woodring, for 
example—for them to have doctorates. 
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Though our ignorance of human personality is enormous, there 
are still a great many useful things that we do know about it. The limi- 
tations in our knowledge of personality and its disorders, as reflected 
in the quite imperfect state of personality and projective instruments, 
is bad enough for the welfare of our children. Still worse is the fact 
that we apply so little of what we do know to helping children by not 
having enough of these specialists—the guidance counselor and the 
school psychologist—at work in the schools. Their numbers have risen 
rapidly in recent years, though, and it is heartening to think that they 
should continue to outpace our rising numbers of school children. 

Pressure to do well in school figures especially often in a child’s 
personality problems today, as we have just seen. Your child may feel 
this pressure already, even if the boy or girl is only in the second or 
third grade. Some of this pressure stems from yours and your child’s 
natural desires to see him do well in what he attempts. More, probably, 
stems from the point of greatest pressure in children’s lives today—the 
point at which they try to get into college. The tests which bear on 
your child at this point—and all of the concern, criticism and misunder- 


standing which surround them—are themselves examined in the next 
chapter. 


Chapter 6 


Can Your Child Get Into College— 
And Win a Scholarship 
Worth As Much As $10,000? 


For the large majority of young people hoping to go to college today, 
the question of getting in turns in part on standardized tests. More than 
four out of every five students entering college now take tests required 
for college admission in their high school senior year. Your child would 
almost certainly have to take these admissions tests given by the col- 
leges if he planned to go. 

Scores on these tests would definitely affect your child’s chances 
of admission. Among parents and children, this is known all too well 
in the case of the sixty or seventy most sought-after colleges in the land, 
Ones like Harvard, Vassar, Columbia, Princeton, Carleton, William and 
Mary, Rice, Stanford and Caltech. At these colleges, as you have prob- 
ably heard, your child would ordinarily have to earn rather high scores 
on admissions tests in order to have a fair chance of admission, and even 
very high scores would not guarantee getting in. But most colleges in 
the country now require entrance tests, and of course take scores on 
the tests into account in either deciding or advising on admission. 

The admissions tests which your child would most probably be 
asked to take would be those in one or both of the two nation-wide 
entrance testing programs described in the first chapter—the program 
of the College Entrance Examination Board (CEEB), in which the 
long-respected “College Boards” are given, and the American College 
Testing Program. The 543 member colleges and universities of the 
CEEB in 1963-1964 require the Board’s three-hour Scholastic Aptitude 
Test (SAT) for applicants, as do perhaps 100 or more non-member 
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colleges. Several hundred also require from one to three of the one- 
hour Achievement Tests of the Board. More than 800 other colleges 


pass nor fail on any of these CEEB and ACT tests because they have 
no passing or failing levels, 

In the states of F lorida, New York and Washington the state uni- 
versities and other interested colleges use special state-wide admissions 
tests for their applicants rather than CEEB or ACT tests. A number of 
similar state-wide testing programs consolidated in 1959 to forni the 
ACT program, which is organized as a federation of college testing 


programs in individual states. ACT’s affiliated state programs numbered 
twenty-eight in 1963-1964, 


Your 
and ACT tests in his hi 


colleges and scholarship programs he had 
and also to his school. His 


It is numbers like these which will almost certainly help decide 
where your child could 8° to college, and whether or not he might 
win a scholarship, in the ways this chapter explains. 
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Hundreds of scholarships worth as much as $10,000 for the four 
college years are available throughout the country—a fact of special 
importance with families now paying an average of some $7,500 for a 
child’s four-year education at private colleges and a corresponding 
$5,000 even at public colleges. But standardized tests often play an 
even more important role in winning a scholarship than in gaining ad- 
mission, as we shall see. 


Shortages of College Places—Not Tests in Themselves— 

Are the Source of Pressure 

Admissions tests alone do not generate the anxiety about getting 
into college which afflicts many American families today. Rather, the 
fundamental cause is that college has more and more become the sole 
route by which a boy or girl can enter the middle or upper strata of 
American life in income, prestige and responsibility. 

Great pressure for admission has been brought to bear on the most 
sought-after, “prestige” colleges because they seem to provide a surer 
Toute upward than other colleges, and also because they spend extra 
millions of dollars on distinction in education—on famous professors, 
large faculties and small classes, huge libraries, elaborately equipped 
laboratories, special courses and programs, big gyms and playing fields 
and handsome living quarters and grounds. But increased pressure for 
admission has hit almost all colleges because their strenuous efforts to 


168 / EDUCATIONAL TESTING FOR THE MILLIONS 


expand have not received the financial support needed for them to keep 
up with the faster and faster pace of demand. 

That demand has grown with the need for people with advanced 
academic training in our increasingly technical and highly organized 
economy. We see this need as very good career prospects for many 
kinds of college-trained specialists. The prospects continue to improve 
despite the fact that the numbers of college students, and hence the 
output of college graduates, has already almost doubled in the last fif- 
teen years—from 2.4 million enrolled students in 1948 to 4.4 million in 
1963. 

You should realize that, as this has happened, it has been the de- 
cisions of the students and not of the colleges which have made some 
colleges selective in admissions. “It isn’t a college that decides to make 
itself selective,” an admissions officer has remarked. “Students decide it. 
No college can afford to be selective until more students decide to 
apply than the college has room for.” And more students heading for 
college have steadily forced increasing numbers of our colleges to 
become selective over the last twenty years. 

As a result, among middle-class families of our great urban areas 
especially, the question of getting into a “good” college exerts heavy 
pressure. It is with the eventual Judgment Day of applying to college 
at the back of their minds that parents push their children to start 
reading early and to get high marks all through school. Schools have 
responded to the need, and stress mastery of formal subjects on a scale 
never seen before in America. Big-city and suburban schools vie with 
each other and with private schools to teach their pupils as much of 
academic subjects as possible. Suspense about college admission thus 


puts more pressure on the lives of American children today than any 
other force acting upon them. 


Admissions Pressures Around Your Child Will Increase in the Coming Years 
Through the next few 


» according to the wishes of parents of 
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Just this increasing percentage sent the nation’s college enrollments 
soaring to successive record highs through the late 1950s and early 
1960s, when the numbers of young people reaching college age each 
year stayed about the same. But the increasing percentage has very 
recently combined with sharp rises in the numbers reaching college age 
to start the “tidal wave of college students” long forecast for the 1960s. 
The tidal wave is due to start breaking on college shores in earnest in 
1964, when the numbers reaching 18 will suddenly jump by 20 per cent 
in the first of a series of similar (though smaller) annual jumps to which 
no end is in sight. Knowing the part which admissions test scores should 
play in the case of your own child will therefore be more important 
for those years than for the present. 


Send Your Child to College If He Is Well Above Average in Ability— 
And Possibly Also If He Is Below Average in Ability 


Still more important than knowing about college tests for the 
years ahead is your responsibility to see that your child gets a college 
education if the boy or girl likes and is really good at academic studies. 
Too many children who could do unusually well or even brilliantly in 
college fail to go to college today—as many as 100,000 or more high 
school graduates a year who stand in the top one-third in ability, some 
authorities estimate. These are often girls, or Negroes, or slum children, 
or children in poor families on farmg or in remote small towns. They 
could lead satisfying lives without college, but they should be able to 
lead richer lives with it. Moreover, giving them a chance to develop 
their unusual talents should benefit the country in general. There will 
be places for them in college, and financial help with college costs, even 
in the years of very heavy college crowding ahead. It could be tragic 
for you to let the crowding keep your child out of college if the boy 
or girl could do unusually well at college studies. 

On the other hand, it may be extremely vital for your child to go 
to college if the boy or girl is below average in scholastic abilities—odd 
as this may sound to you, or even to many college educators. 

Leading college spokesmen have said for a number of years that 
only students who represent the top half scholastically among all high 
school graduates should consider going to college. For example, Frank 
Bowles, director of the education program of the Ford Foundation, has 
said in his book on How to Get Into College that, “basically, college is 
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for students who are above average in ability and above average as 
students.” Being “above average in ability” usually means “an,IQ of 110 
or better,” he explained, which would place a student “toward the bot- 
tom of the group of students in college.” Above average as a student 
means above average in his schoolwork in at least one subject area—as 


compared with students nationally rather than just with students in his 
school. 


Such above-average ability is usually needed, however, for college 
education of traditional kinds—four years of study in the regular aca- 
demic or liberal arts and science subjects. The majority of students now 
in college still take such traditional programs. Colleges today, though, 


give many newer kinds of programs. With these programs at least 
partly in mind, Mr. Bowles more recently 


bers of students with IQs of about 90 and 
These programs prepare students for w 
pations—as secretaries and many other 
operation and repair of mechanical, electrical and electronic equip- 
ment; as laboratory technicians and engineering aides; in many different 
agricultural specialties; and in such service occupations as auto repair, 
beauty culture and retail sales. Some of these programs are given by 


two-year colleges, others by four-year colleges. Many of the programs 


combine Courses preparing students for employment with basic studies 
in traditional academic subjects. 


Programs like these ca important for a son or daughter 
of yours who is below average in scholastic ability because they can 
arm the child with employable skills. How important this is was re- 
cently pointed out by H. Wilson Eaves, guidance counselor at the 
Westlake High School in Thornwood, New York. Like many other 
comprehensive high schools today, Westlake offers not only strong 
college prep studies, but a broad range of “vocational education” 
Courses—secretarial, auto repair, carpentry and electrical or mechanical 
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who decide not to go to college, he went on to say. By graduation, 
students like these can complete both the academic requirements for a 
high school diploma, and a vocational sequence which prepares them 
for immediate employment. But many slower learners seem able to 
complete only the academic work required for the diploma in their 
high school years; it is they who continue on to a community college 
after graduation, or even to a four-year college or university, for spe- 
cialized preparation for earning a living. Of course, some faster learners 
also go on to the first two years of demanding four-year liberal arts 
programs at community colleges and later transfer to a four-year col- 
lege. 

For your own child, getting such preparation for earning a living 
in college could be very important if he were a slow learner of below- 
average ability, and had not acquired a good set of employable skills 
before high school graduation. Young men and women without skills 
today find it harder and harder to get a job. Slow learners can also 
complete traditional four-year college programs if they have enough 
interest to keep at their studies for many long hours year after year— 
and if they enroll in a program or a college without too fast an aca- 
demic pace. 

You and your child might have to do some searching for a college 
which offers training in employable skills appropriate for slower learn- 
ers. In many instances, these colleges are not the famous ones about 
which you often read in magazines and newspapers. However, their 
programs of “technical” or “semi-professional” instruction serve a very 
important function, and one of them could prove vital in preparing 
your child for a productive life. 

It is fortunate that many colleges giving such programs are public 
and low in cost, for slow learners seem to occur more often in lower- 
income families, although they do develop in families of all income 
levels. But whether the income of his family be high or low, every 
slow-learning child deserves the best of chances to get employable skills 
plus a good basic education—in high school or, if necessary, beyond. 


How Admissions Tests Help Your Child Get Into College 


Many popular articles and books on testing of the last few years 
have suggested that college adinissions tests threaten to keep your child 
out of college. They Shall Not Pass trumpets the title of one of the 
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latest books, while an earlier work denounces The Tyranny of Testing 
—of admissions testing, very largely. Critics have attacked admissions 
tests for penalizing creative students, profound students, strongly moti- 
vated students, late-blooming students, brilliantly one-sided students, 
impoverished students, Negro students. With all these onslaughts, you 
might think that college admissions officers were cither dupes or dolts 
for requiring tests. 

Nevertheless, almost the exact opposite of the popular misappre- 
hension about admissions tests happens to be the case. It is far more 
likely that admissions tests will help your child get into college than 
keep him or her out. Basically, colleges use these tests to make it easier 
for your child to get admitted to those for which he is qualified—not to 
make it harder. 

Entrance tests make it easier for your child to get into college by 
giving him a way of showing any college in the country what kind of 
marks he would probably earn in that college. His test scores serve as 
a kind of standard academic currency, good at hundreds of colleges 
which would have no way of appraising the value of the local coinage 
of his high school marks. 

For example, L. Winchester Jones, admissions director at the Cali- 
fornia Institute of Technology, may well have no way of knowing 
what your son’s B-plus average at Sunnydale High School at the other 
end of the country means. That is, he may not know if your son is 
likely to average A or F at Caltech, in the light of your boy’s high 
school average alone. But if the boy has verbal and mathematical scores 
of over 750 on the Scholastic Aptitude Test of the CEEB, Mr. Jones 
would have some idea of how your son might do at his college. For he 
would know that, say, some 80 per cent of the students at his college 
with double 750s on the SAT get freshman-year averages there of B 
or better. 

Entrance tests can also make it easier for your child to get into 
college by enabling him to show what he can do in academic work 
more or less aside from the kind of courses he took in high school. The 
SAT and the ACT tests give students from weak high schools a fairer 
chance in being considered for admission along with students from 
expensive schools. These tests show up general academic ability that 
poor schooling may have left undeveloped. Even in the College Board 
Achievement Tests in individual subjects, every effort is made to pre- 
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pare the tests so that students will have an equally fair chance on them 
regardless of the kinds of courses in the various subjects they may have 
taken. 

Without such tests as these, your child would probably have to 
take a rigidly prescribed program of studies preparing for specific col- 
leges. He would probably also have to take essay examinations made up 
by those colleges to cover their rigid requirements in minute detail. If 
he could not attend a school giving the fixed preparatory program, he 
could not consider going to those colleges. 

A situation like this is not just imaginary. It was the actual situa- 
tion in America before the CEEB introduced standardized entrance 
tests in the 1920s and 1930s—the days when the Board’s detailed “Defi- 
nitions of Requirements” controlled college prep studies with a grip of 
iron. It is the actual situation today in most other countries of the 
world. For example, in France and Japan, in Egypt and Chile, a child 
must get into one of the right secondary schools and must be examined 
on great masses of rigidly fixed rote learning for admission to a uni- 
versity. To get into a university in some countries your child would 
have to go to an expensive commercial cram school for a year after 
his secondary education—and he still might not have memorized enough 
in the extra year to qualify on the entrance exams! 

America’s present entrance tests do have their limitations. But in 
comparison with entrance systems used in other countries they provide 
a remarkably fair and valid passport to higher education for your child. 
If your child actually can do passing or better work in traditional col- 
lege studies of standard quality, entrance tests will almost certainly 
open his way to an extraordinary number and variety of college oppor- 
tunities, ` 

The tests can still help your child if the boy or girl cannot do 
passing work in some colleges, by flying warning flags of likely failure. 
Though such flags would obviously not help your child get into those 
colleges, they could serve two equally important purposes: At least 
they could signal possible anguish and waste ahead; at most, they could 
give him guideposts by which to steer into a kind of college program 


he could profit from. 
What Your Child’s Admissions Test Scores Would Really Mean 


Much has been said in public in recent years about the meaning of 
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admissions test scores, as we noted before. Most of it has condemned 
one or another aspect of the tests—the character of the multiple-choice 
questions which the tests mainly use, the anxiety which has developed 
around the tests, the fact that the tests give little or no indications of 
qualities like creativity, resolve or high purpose. The bulk of this de- 
nunciation has, however, ignored the main point. What must be reck- 
oned with fundamentally is the evidence—the massive, experimental 
evidence, on which the use of admissions tests rests. 

This evidence can be seen most lucidly in a device called an “ex- 
pectancy table.” An appropriate expectancy table tells the whole truth, 
and nothing but the truth, about what the scores of your child on an 
admissions test would really mean. 

If your child were to come upon flags warning of danger of pos- 
sible failure at a particular college, they would fly conclusions drawn 
from the facts of an expectancy table. Were your child to be wel- 
comed into a much sought-after college largely because of his test 
scores, the red carpet would rest on probabilities like those of an ex- 
pectancy table. In a highly practical Way, an expectancy table shows 
the combined effect of key -qualities of a test—the qualities of validity, 
reliability and error of measurement which were explained in an earlier 


chapter. Yet such a table can be understood, completely, by anyone 
who can read numbers. 


Most often, one of these tables will sum up the connection be- 


tween the scores which students at one college earned on an admissions 
test and the average of the freshman-year marks or grades they later 
obtained. An expectancy table gives the odds with which you can 
expect a student with certain test scores, like your own child, to earn 
average freshman-year grades of certain levels. As an example, the 
accompanying table is an actual expectancy table prepared for a large 
Midwestern university by the American College Testing Program. The 
ACT program makes up a complete set of expectancy tables like the 
accompanying one for each of the several hundred colleges which 
take part in its annual Research Service. (This table, reproduced by 
permission of the American College Testing Program, was used in 1962, 
and does not show refinements in form and content subsequently intro- 
duced into such ACT Research Service expectancy tables.) 
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Expectancy Table for a Large Midwestern University—Average Freshman-year 
English Marks as Predicted on the Basis of ACT Test Scores, and as 
Actually Earned in Freshman English Courses 


Freshman English 


average as pre- Percentage of students in each 

dicted on the basis prediction range who earned 

of ACT test actual freshman English Number of students in 
scores * averages indicated: each prediction range 


D&up C&up B&up A 


A 0 0 0 0 0 
A-minus to B-plus 0 0 0 0 0 
B 100% 96% 6% 17% 180 
B-minus to C-plus 98% 87% 31% 3% 763 
Cc 97% 69% 9% 0 626 
C-minus to D-plus 92% 43% l% 0 158 
D 100% 26% 13% 0 15 
Lower 0 0 0 0 0 
Total 1,742 Students 


* These predicted averages in the ACT program represent certain ACT test 
score levels—the levels of scores typically earned by students in this particular 
college who later earn the corresponding freshman-year English averages shown. 
ACT computes and reports the predicted averages to the individual colleges so that 


its admissions officers can most easily understand what the test scores generally 


mean for that college’s own students. 


This table is not so complicated as it may seem to you at first. 
You could use it, very easily, for your own child. Suppose that your 
child had gotten ACT test scores which the college would know cor- 
responded to a freshman English average in the “B-minus to C-plus” 
range. By reading along that line in the table, you could see that, for 
a large group of students at the college who earned test scores much 
like those of your child, 98 per cent of these students actually earned 
freshman English averages of D and up, 87 per cent earned averages 
of C and up, 31 per cent earned averages of B and up and 3 per cent 


earned A averages. 
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How Well Your Own Child’s College Marks Might Be Predicted 


Now, what would this have to do with your child? First, you have 
to decide for reasons outside the facts shown in the table whether or 
not your child was similar to the students going to the college—in 
things like age, high school education, home and cultural background 
and health and personal development. Suppose that he or she is, which 
is quite likely, Then you would know that, for every 100 comparable 


students who earned test scores like his, 98 averaged D and up, 87 
averaged C and up, 31 averaged B and up and 3 averaged A. These 
numbers indicate the chances with which you could expect your child 
to earn similar grades, so far as his test scores are concerned. With 
scores falling in this “B-minus to C-plus” prediction range, your child 
is almost certain to do passing work in freshman English at this college; 
only 2 of every 100 students with similar scores averaged below D. On 
the other hand, it is very unlikely that your child would earn a fresh- 
man English average of A in the college; only 3 students of 100 with 
scores like his do. In the same way, his chances of earning an average 
of B or better can be said to be about 1 in 3 (31 in 100, to be precise); 
his chances of averaging C or better seem quite large—87 in 100. As 
his prediction range indicates, your child would be most likely to aver- 
age about B-minus to C-plus in freshman English. i 

Two things about the table may surprise you. First, it shows again 
that there are 7o certainties for an individual like your child so far as 
test scores indicate—there are only probabilities. The vital consequences 
of this will be taken up shortly. Second, notice what happened to the 
very few students—15 of the 1,742 for whom a D average was pre- 
dicted. All averaged at least D in freshman English, though 12 of them 
(100 per cent minus 26 per cent, or 74 per cent) averaged below C. 
But 4 of them (26 per cent) averaged C or better, and of these 4, 
2 students (13 per cent of the 15) made averages of B or better, but 
not A, 

Though few in number, these low-scoring students did better than 
you might at first imagine in view of the performance of the higher- 
Scoring groups; none of these 15 lowest-scoring ones failed, for ex- 
ample. These lowest-scoring young people seem to be students who 
find studies hard but who enter and get through college because of 
unusually strong determination and hard work. Other students who 
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scored equally low would probably not have had the determination or 
interest to continue at studying because they find it unusually difficult. 


Over the years, testing psychologists have found that the marks 
students earn in high school predict future marks in college with as 
good or slightly better approximate accuracy than test scores. Psychol- 
ogists have also found that still more nearly accurate predictions result 
when both test scores and high school marks are combined. Many hun- 
dreds of colleges using admissions tests today would accordingly com- 
bine your child’s test scores with his high school marks to get an idea 
of the college marks he is most likely to get. 


The ACT Research Service uses both ACT test scores and high 
school course marks in this way to make up further expectancy tables 
for individual colleges. These tables look just like the ACT expectancy 
table in form, but in most cases they show higher percentages of stu- 
dents actually earning the college freshman-year averages that ACT 
predicts for them. That is, these tables show the college graphically 
that predicted college averages based on both test scores and high 
school marks prove correct with more students than do predictions 
based on either test scores or high school marks alone. 


A predicted college average of this kind for your child would still 
be uncertain, for three main reasons, Psych Corp President George K. 
Bennett points out: the inaccuracies of test scores and high school 
grades as true indicators of your child’s abilities; the possibility that he 
will work harder for high marks in college than he had on entrance 
tests and prep courses; ‘and variations in difficulty levels of college 


courses and course marking standards. 


Were your child to apply to one of the 540 or more colleges which 
require the College Board SAT instead of the ACT test, the college 
might accordingly use an expectancy table like the accompanying one 
In estimating the freshman-year marks the boy or girl might carn. It is 
based on both SAT scores and standing by high school marks. This 
table applies to the men’s college at Tulane University; it gives most of 
the actual, “index numbers” that admissions director Cliff W. Wing, 
Jr., and his colleagues considered in admitting the college’s class of 
1967. 
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Expectancy Table for Men Applicants at Tulane University’s College of Arts 
and Sciences—Chances in 100 of Obtaining a C-plus or Better Average 
in Freshman-year Liberal Arts Work (Based on SAT Scores and Rank in 
High School Graduating Class; Used as “Index Numbers” in Selecting 
1963 Entering Freshmen) * 
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. Reproduced with permission from the publication, Admissions Information: 


A Report on some of the Characteristics of the Class of 1967, Tulane University 
Office of Admissions, 


To see how this table would work, suppose that your son was 
applying to Tulane and has a verbal score on the SAT of 584 and a 
mathematical score of 523, Also, assume that the average of his high 
school marks placed him in the second highest tenth—the second 
“decile’—of his graduating class. Tulane’s prediction system follows 
the fairly widespread practice of taking rank in high school graduating 
class as an index of high school marks, rather than the overall average 
of high school marks. (Your child’s rank in class would, of course, be 
where he stood among his classmates on the basis of average of the 
marks he had gotten in all or some of his high school courses. Methods 
of figuring class rank vary; some, for instance, use average of marks in 
only college prep courses.) Class rank may reflect the student’s motiva- 
tion for high academic achievement to a greater degree than overall 
average of marks, some authorities believe. Their belief cannot be 
proven since no one yet knows how to measure motivation validly and 
reliably. , 

To read the table for your son, then, you would first take your 
son’s SAT verbal score of 584 and drop the third digit to make it 58; 
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you would next round it off to the nearest multiple of 5, or 60. You 
would also take the same steps with your son’s SAT mathematical 
score, converting the 523 to 50. Then, in the section of the table headed 
with the large “60” under “SAT VERBAL,” you would locate the 
narrow column headed “50” right under the small “SAT MATH” 
heading. You would run your finger down this “50” column: two boxes, 
to locate the row identified at the far left by “2,” which corresponds to 
your son’s rank in the second decile or tenth of his class. Finally, you 
would read the number “65” in this box. The “65” means that 65 of 
every 100 men students with similar scores and class rank averaged 
C-plus or better at Tulane in their freshman-year liberal arts work. 

Tulane calls the numbers like the “65” for your son a “scholastic 
index,” and explains that men applicants with an index of 50 or better 
have been accepted about 95 per cent of the time. It seems very likely 
that your son would be admitted if he did have an index of 65. Appli- 
cants with an index of between 35 and 50 have had a reasonably good 
chance of being admitted, Tulane further explains. Those with an index 
between 25 and 35 are “in a borderline zone,” in which “a decision may 
be turned in the favorable direction on the basis of the type of prepara- 
tory school background (i.e., schools where the senior class average 
SAT verbal is over 550) and strong recommendations.” The odds are 
about 9 to 1 against admission of a student with an index below 25. 

It should be pointed out that Tulane does not use these index 
numbers as the sole basis of admission. All the factors in the student’s 
file are taken into consideration in arriving at a final admissions deci- 
sion. While Tulane believes that index numbers such as these provide 
a better basis for describing the admissions process than cither test 
scores or school records taken singly, it uses these indexes with caution, 
and the overall impression given bya candidate’s file may well provide 
a basis for a decision which would not go strictly according to the 
numbers. 

Dr. Wing of Tulane expresses a view widespread among admis- 
sions directors when he comments on his methods: “Though numbers 
are helpful, they can be misused when one attempts to make distinctions 
within their error ranges. Numbers can form a basis for a decision- 
making process, but once the number system fails to distinguish or you 
Want something not reflected by the numbers, you have to rely on 


other types of judgment.” 
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You may be struck by the very large effect which rank in high 
school class seems to have on getting high marks in Tulane’s College 
of Arts and Sciences, compared with the apparently lesser effect of oe 
scores. A student with the somewhat modest SAT scores of 450 i seen 
and 400 mathematical but who ranks in the second tenth or decile o 
his class has an index of 40. A student like this would be a fair bet for 
admission. However, a student with the very high scores of 700 erhal 
and 700 mathematical but who ranks in the ninth decile of his class 
also has an index of only 40. The striking contrast in scores and class 
rank in these two instances clearly illustrates that neither test scores 
nor an index of high school marks alone give as useful information as 
both together. : ; j 

The meaning of class rank naturally varies from one kind of séhoo 
to another. In view of this, Tulane uses “more refined procedures” than 
those reflected in the table for applicants from “preparatory schools 
with selective admissions standards and where approximately 99% of 
the class is college bound.” For other schools “where under 50% of the 


graduates attend college,” Tulane also notes, “the index numbers in the 
table tend to be slightly hig 


her than those actually assigned here if 
the student is in the lower hal 


f of his graduating class.” 
Many other CEEB member institutions have simil 
predictive indices and expectancy 
Board is also experimenting with m 
vidual colleges through a central ‘ 
“Indiana Prediction Study.” 
Both CEEB and AC 


arly prepared 
tables of their own. In addition, the 
aking up such research data for indi- 
‘prediction service,” as in its current 


T colleges would base advice to your child 
about admission on such expectancy data were he or she to visit as an 
applicant. Also, they are giving more and more data like these to coun- 
selors in your child’s school who have the further experience needed 
to interpret it Wisely, 

Colleges Require Your Child to T 


ake Admissions Tests So That They Can 
Forecast Most Accurately—an 


d, Therefore, Most Fairly—for All 

From these tables, you can 
to use admissions tests wi 
colleges must do, they 
as they can. And the b; 
cation has to be the jud 


see why colleges have found it essential 
th applicants like your child. Whatever else 
must first try to provide as effective education 
asic yardstick of the effectiveness of their edu- 
gments of their own professors—grades or mar ks 
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in college courses—despite all the shortcomings of grades given by pro- 
fessors. David Riesman, the sociologist, recently remarked that the 
grades given by himself and his Harvard colleagues provided a way of 
comparing “often incommensurable performances” that could still not 
be dispensed with. “But we should be clear to ourselves and others,” he 
added, “that it is a short cut, not a substitute for more qualitative and 
more differentiated judgments.” 

Necessarily, then, colleges must take their professors’ grades as 
their basic standard, and must take into account the best indicators of 
future college grades they can get in considering applicants. And the 
best indicators available, though far from perfect, are the combinations 
of test scores and high school marks on which expectancy tables like 


the ones we have seen are based. 
You may think, “Oh, a college will use these mechanical things like 


average of high school marks and test scores just to save time, with all 
the hundreds of young people applying. But the college could cer- 
tainly do a better job of finding out how well a student could do there 
academically if some understanding person just sat down and talked 
with the boy or girl.” 

If you did think something like this, though, you would be wrong. 
Colleges do like to have their admissions officers and professors talk 
with applicants, and they would be glad to interview your child. But 
a number of studies have shown that they should interview your child 
in order to exchange information and clear up possible misunderstand- 
ings of his about the college, rather than to get an impression of the 
marks he might earn. These studies have found that interview impres- 
sions make the mathematical predictions less accurate, not more. 

One such study, for example, concerned interview judgments of 
applicants to the Harvard Graduate School of Business. It was made by 
Lewis B. Ward, a research professor at the School, and S. A. Kendrick, 
now the CEEB staff member in charge of the Board’s research program. 
One year, as an experiment, forty men were admitted to the school’s 
entering class because a favorable interview impression had tipped the 
balance in favor of admitting each of the forty. Another forty men 
Were admitted because other qualifications (like college marks) indi- 
cated that each man would do well in spite of relatively wnfavorable 
interview impressions which would otherwise have kept them out. 


During the school’s two-year program, ten of the forty men for 
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whom the favorable interview impression had been decisive flunked out. 
But only three of the forty men who had made unfavorable interview 
impressions flunked out, and these forty also earned consistently higher 
marks than the first forty. On top of that, faculty members overwhelm- 
ingly rated the men who had initially made unfavorable interview im- 
pre 
classmates also rated them preferable as future bosses, fellow w orleans 
or employees. Both the faculty members’ and the classmates’ high opin- 
ions of this forty closely agreed with the high marks the forty had 
carned—that is, in general, the higher the opinions held about one of 
the forty, the higher the marks he had earned. Accordingly, the Har- 
vard Business School stopped including interview results with the 
information it used in making admissions decisions. 

A question much larger than one of only academic ability was the 
Major point in this study—the question of whether interviews added 
anything of value to an overall appraisal of the applicant, not only in 
intellect, but in character, As the reactions of professors and classmates 
indicated, interview assessments seemed actually misleading in picking 
the best all-around men. , 

However, the larger question still remains open. According to Mr. 
Kendrick, colleges today are “quite divided” about whether to use 
interviews to evaluate applicants, or merely to be cordial and informa- 
tive with applicants; some colleges evaluate in interviews, while many 
merely inform. And no conclusive evidence of the value of the admis- 


sions interview for either academic or personal prediction has yet been 
produced. 


By using only 


ions as the students with higher “executive potential, while 


combinations of test scores and high school marks, 
then, colleges can most surely predict the kinds of marks in college 
which an entering class as a Whole will earn. From any one year to the 
next, the averages which groups of freshmen actually earn differ very 
little from the averages which can be calculated for them in advance 
on the basis of expectancy tables. This results because the character of 
a college’s student body, and of a college’s course work and grading 
practices, change quite slowly—and all that an expectancy table does 
is to sum up how students with various levels of scores and school 
marks have performed in the college in the past. With expectancy 
tables based on scores and school marks, then, a college can predict 
how groups of prospective students which might include your own 
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child would do in academic work at the college with near certainty. 
One college which makes extensive use of pure mathematical prediction 
in its admissions decisions declares, for example, “The percentage of 
students who flunk out is negligible.” 

Por your child, this greater aceuracy in prediction with tests in- 
sures greater fairness in being considered for admission along with all 
others applying. Forecasts without tests would be less accurate and 
would therefore give greater scope for the exercise of unfair hunches 
and impressions in judging your child’s academic ability—which is his 
basic qualification—as compared with the academic ability of all other 
children applying with him. 


But the Final Truth—Both Shocking and Reassuring—About Your Child’s 
Admissions Test Scores Is Their Ultimate Uncertainty 


For your own child—for any individual student—what do admis- 
sions test scores mean in the light of expectancy tables? The ultimate 
answer is shocking from one point of view, yet reassuring from an- 
other. As we saw before in connection with other tests, your child’s 
scores on college admissions tests mean nothing certain at all in his indi- 
vidual case. 7 

Some writers believe that this is disturbing only if the probabilities 
applying to your child’s test scores and school marks indicate that he is 
only slightly more likely to get average marks in a college than he is 
to get either failing or superior marks. But the meaning of your child’s 
admissions test scores is still uncertain even if he has very high prob- 
abilities of doing superior work or failing work in the college. For no 
one has yet found any way of telling which individual children will be 
the exceptions—which children will be the 5 in every 100 for whom A 
is predicted but who nevertheless flunk out, or which ones will be the 
3 in every 100 for whom D is predicted yet who eventually get A. 

Admissions officers see these exceptions in their own personal ex- 
perience. As an example, scores on the College Board SAT range from 
a low of 200 to a high of 800, as we saw. And the admissions director 
at an Ivy League college has remarked, “The SAT is a measure: of 
ability, but I have seen boys with test scores in the 700s flunk out, and 
I have seen boys with test scores in the 300s graduate.” However, very 
low SAT scores, he pointed out, were “almost conclusive” for his 
college, at which “verbal aptitude at the bottom of the pack makes a 
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boy a poor risk for any degree program, no matter what his other 
credentials show, and very low mathematical aptitude makes a boy a 
> : ; “a 

poor risk for a bachelor of science program.” He could recall only one 
exception in thirteen years—a boy with consistently low Scholastic 
Aptitude Test scores who had an excellent record in high school and 
in college.” But he added that, “I never saw anyone who could succeed 
in a bachelor of science program with low mathematical aptitude.” ; 

Still, the uncertainty in the case of your own child is there, and it 
is bottomless. There is no way to tell if he or she would be one of the 
exceptions—the 1 in 100, or even the 1 in 100,000. This may shock you, 
for it has shocked many people—this fact that colleges base admissions 
decisions which seem terribly important to them, personally, at least 
in part on indications which might be far wrong in the case of their 
own individual children. 

Colleges are not complacent about this; they know they commit 


an injustice when the indications on which they rejected a student later 
prove false, and they have long been pressing research specialists to 
develop more accurate individual predictions. However, more accuracy 
has proven extremely difficult to achieve. And in the meantime, hun- 
dreds of studies and years of experience with many hundreds of thou- 
sands of students all show massively that the colleges would commit 
more injustices—not fewer—by giving up their standardized admissions 
tests. You can be sure that the colleges try to be as fair with your child 
and all other children as scientific research and seasoned judgment now 
make it possible for them to be. 

The conscientious care of 
expressed by Frank Bow 
ten years ago. As quoted 
sions 1, he said: 


of the college admissions officer was well 
les, then head of the College Board, in a talk 
in the College Board volume, College Admis- 


+..it is this significance [of eack licati i he job of 
TORE TA ach application] which can make the jo 


t i S responsibility as is the obligation to select 
carefully in choosing a freshman class, 


A n 5 2 s 
Viewed in a different light, however, the inevitable uncertainty of 
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your child’s test scores is reassuring. It has, first, a great practical value. 
A strong indication that the odds are against your child’s doing passing 
work in a college could be just the thing that fires him to do passing or 
even superior work there—if he gets the chance to try. Small but genu- 
ine odds that your child might fail, even though his test scores indicate 
an A average in college, could keep him from feeling that he will get 
his As without any effort. Predictive odds can thus be a potent factor 
in your child’s determination, in the resolve with which he faces up to 
his tasks. 

Even more important, the basic uncertainty of your child’s test 
scores has a deep personal significance. It means that science has no 
way of making an absolutely certain determination of your child’s 
mental caliber. By being unambitious and lazy, your child can betray 
the highest expectations of future brilliance. Or by effort and good 
luck, your child might eventually turn out to be a genius despite lack 
of any early indications. Whatever his test scores, your child still ulti- 
mately controls his own destiny. This is not just pious sentiment. The 


expectancy tables prove it. 


Your Child Could Get Jarring Evidence of Uncertainty Should His 

Test Scores Drop 

No more alarming proof of the uncertainty of your child’s test 
scores could appear than if the test scores on which he is depending 
to get into college took a large, sickening drop. He could experience 
such a drop in this way: Your child might well take the SAT in both 
the junior and senior high school year were the boy or girl trying for 
admission to one of the highly selective colleges. More than a million 
students a year do take the SAT (or the largely equivalent PSAT, the 
Preliminary Scholastic Aptitude Test) as high school juniors before 
taking the SAT as seniors. Taking the SAT or PSAT in the junior year, 
many high schools believe, provides students with useful practice and 
with advance scores for college guidance, before they are examined on 
the SAT as seniors for admission itself. 

Ordinarily, your child’s SAT scores would go up from his junior 
to his senior year. His increase in verbal SAT score would be some 35 
points if his case were just like the average of all students—10 points 
more through the effect of practice, and another 25 points as a result 
of normal growth of capacities measured by the verbal parts of the 
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SAT over the seven or eight months which usually intervene between 
testings. 


But the ultimate uncertainty of your child’s SAT scores would be 
dramatically driven home if he should happen to be in the minority of 
students whose SAT scores drop from their junior to their senior year. 
In a few cases, this drop can be an alarmingly big one for no rae 
reason—as big a difference as 100 or more points on the 800-point SA 
score scale. A 100-point difference co 


uld keep your child out of a 
preferred college under certain 


rare circumstances. The chances your 
child would run of having his SAT verbal score drop have been cal- 
culated by the CEEB and made public so that colleges and high schools 
would be forewarned. Were several thousand young people to take 
alternate forms of the SAT verbal sections two days in a row, 42 in 


every 100 should find that their SAT verbal scores had dropped by the 
following amounts: 


Score Drop of: Experienced by This Many Students in Every 100: 
90 points or more 2 
Between 60 and 90 points 6 
Between 30 and 60 points 13 
Up to 30 points 21 


Total 42 Students 


Spectacular or smaller 


jumps in their SAT verbal scores would be 
gotten by the other 58 chil 


dren in every 100, as follows: 


Score Jumps of: Experienced by This Many Students in Every 100: 
90 points or more 5 


Between 60 and 90 points 11 
Between 30 and 60 points 18 
Up to 30 points 24 
Total 58 Students 


(This table, and the similar one above, are reprinted with permission from 
College Board Score Reports: 4 Guide for Counselors, published in 


1962 by the College Entrance Examination Board. This publication is 
revised annually and distributed to counselors, ) 


Your child would run only 
as large as 100 points—less than 
million young people a year w 


a small chance of suffering a score drop 
2 chances in 100, However, of every 


ho take the SAT or PSAT in their high 
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school junior year, the SAT verbal scores gotten by some 20,000 in 
their senior year show, in effect, drops of 90 or more points. Just by 
chance, and as a stunning illustration of the uncertainty of his test 
scores, your child might be one of the 20,000. 

A drop of this order could occur from the nature of testing itself, 
and could happen on amy test. It would not result because of any fail- 
ings of the SAT as a test. Technically and educationally, the SAT is as 
sound a test of general aptitude for college studies as can now be made, 
Most test specialists and educators familiar with assessing college po- 
tential would ‘tell you. 

Counselors and colleges would also assure you that even a 100- 
point drop in your child’s SAT verbal score from junior to senior year 
would not decisively change his prospects for admission at a particular 
college in most cases, however. For, if the second score seemed totally 
inconsistent with your child’s high school marks, colleges would use 
the first, higher one as an index of his academic potential. If not, they 
would average the scores and subtract 10 points or less from the average 
to allow for the effect of practice. Doing this would give an adjusted 
SAT verbal score within 60 points of the highest score your child had 
earned. And a difference of 60 points in verbal score seldom acts as the 
sole, decisive factor in a child’s admission or rejection by a college. 

It does not, mainly, because colleges know that the standard error 
of measurement for the SAT verbal sections is about 32 points. They 
Would therefore realize that the odds are about 2 to 1 that any actual 
score for your child lies within 32 points of his theoretical “true” score, 
and about 19 to 1 that any actual score lies within 64 points of his true 
score, 


Stay Open-minded About Colleges for Your Child Because Test Scores— 

and Other Indicators—Are Uncertain 

Because the admissions test scores of any individual child like your 
own are unavoidably uncertain, critics have atacked admissions tests in 
recent years, Behind their attacks has stood the unspoken idea that the 
tests ought to be much better predictors, or even perfect ones, if col- 
leges are to use them at all. But most of these critics have failed to point 
out that any other indicators which colleges could use are also un- 
certain. As we saw earlier, marks in high school courses used alone 
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do not predict college academic performance with as high a degree of 
accuracy as marks and test scores together. Impressions obtained in an 
interview, or in a student’s recommendation by his school principal or 
guidance counselor, forecast academic work still less reliably, though 
they are helpful to colleges and students for other obvious reasons in- 
volving character, health and emotional stability. 

In the face of this uncertainty, you could be most helpful to your 
child by taking a broad rather than a narrow view of the colleges to 
which your child might go. To set your heart and your child’s hopes 
only on one or more colleges which are very demanding academically 
today would risk bitter and totally needless disappointment. It may be 
that your child actually could keep up with the rapid pace of studies 
at a Yale or a Stanford despite high school marks and admissions test 
scores that indicate probable failure. But you would have to agree that 
the college would be fair in taking another applicant instead for whom 
passing or better work were indicated. 

Moreover, colleges like these have sev: 
ified applicants as they have room for, 
be highly selective, some st 


eral times as many fully qual- 
And at colleges that have to 


udents who are rejected seem to be better 
qualified on academic indications alone than other students whom the 


college accepts on the basis of academic ability plus other qualities— 
among them, musical talent, residence in a distant part of the country, 
overcoming handicaps as a Negro, athletic ability and leadership in 
school or community affairs. In other words, you could not count on 
your child’s admission to a particular highly selective college even if 
the boy or girl should have very high marks and admissions test scores. 

Your wisest course today would accordingly be one that many 
families follow with the help of school guidance counselors. They have 
their bright children apply to at least three colleges—one or more of the 
highly selective variety, one moderately selective to which the student 
would probably be admitted and one—perhaps a little-known college 
or the local community college—where admission is practically certain. 
Tt would of course make you feel proud, and it might help your child 


goes to, in and of itself. 


s An honors graduate of Ohio State or Oklahoma 
(universities which still 


accept almost any high school graduates of their 
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states) would command considerably more respect for his powers than 
the man who barely makes it through Princeton. 


How Colleges Would Use Your Child's Test Scores in Deciding His Admission 


No two colleges would consider your child’s test scores in exactly 
the same way in weighing his application, for no two colleges are ex- 
actly alike in their views of qualifications or in the kinds of applicants 
and students they have. However, these four basic points would be true 
of the effect of test scores on your child’s admission at any and all 
colleges: i 

I. Your child’s test scores would be considered as only one of 
several different and about equally important kinds of qualifications. 

2. Your child’s test scores would be looked at to see if he might 
be able to do at least passing work in his studies at the individual col- 
lege, or to see about what level of work—like average, above average or 
terrific—he might do there. 

3. Your child’s test scores could not be so low that he would not 
get into any college. Test scores alone cannot keep your child out of 
college altogether. 

4. Your child’s test scores could be quite low and he could still be 
admitted to any of some 700 colleges in the country which accept all 
or almost all high school graduates. Low scores would be 300 or less 
on the College Board SAT (on which the score scale is 200-800), or 
8 or lower in composite score on the ACT test (which has a 1-36 score 
scale), 

Out of what appears to be almost morbid fascination, national 
Magazines and popular books have explained how admissions selection 
works today at only a few of the most highly selective colleges in the 
country—at Yale in The New Yorker, for example, and at Princeton in 
Life. Accounts at colleges like these have been about as helpful to most 
parents in the country as stories about raising penguins for fun and 
profit would be. To say the least, the most highly selective colleges 
represent a rare extreme in the national admissions picture. Besides, 
Most popular accounts of such extreme selection at work have played 
up the thrills and chills in the process. 

One explanation of admission to a highly selective college was 
given without thrills and chills by Emery R. Walker, Jr., then dean of 
admission at Brown University and now admission dean at three of the 
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Claremont Colleges in California—Claremont Men's, Harvey Mudd and 
Pitzer. Speaking at a College Board admissions colloquium several years 
ago, he gave examples of actual decisions from his work at Brown in 
highly abbreviated but fully authentic form. These were not typical 
examples, he said, “since there is really no such thing. Every kind of 
variation is possible.” The examples appear in the College Board volume, 
College Admissions 3, and are reprinted here by permission. 


“Here is Case A,” Dean Walker began, taking up an applicant in 
his condensed account of the way in which the boy had been consid- 
ered by the university’s board of admissions. 


I start on the outside of the folder, 
data and steps in our processing: 7 

“David A., Suburbia, Massachusetts, Suburbia High, A.B. program appli- 
cant.” Then I open the folder. “SAT 651, 676. [These are the SAT 
verbal and mathematical scores; College Board Achievement Test scores, 
also reported on a 200-to-800-point scale, follow.] Social Studies 607, 
Spanish 691, Advanced Math 592. With recommendation grade of B 
[the grade required by the boy’s high school for its college recom- 
mendation], he has nearly all As. No gaps.” That is, requirements 
complete. “Number 1 in a ‘class of 265. IQ 154. Superior in everything.’ 
That means, in all nine personal qualities on the character check list. 
“Exceptionally.” The principal checked him as exceptionally ready and 
willing to do the work at Brown. “Mature, able, conscientious and 
gifted.” This is the principal’s statement about the boy. 

The point of decision has been reached, but we go on quickly, “A inter- 
view.” We grade interviews A, B, C, D, and almost no one gets an A. 


“One of the very best; he’s got everything,” reports the interviewer. 
“Father, life insurance; both parents college graduates. Two hundred 
pounds, 6 foot 5. Football 3, 4; basketball 1, 2, 3, 4; track 1, 2, 3, 4 [the 
numbers refer to high school years in varsity Sports competition]; honor 
society president, student council, dramatic society president, and so 
on.” Now we're just reveling. We could stop, but they don’t come like 
this very often. One reference—a teacher—checks him superior in every- 
thing. The other checks him average in emotional stability, superior in 
everything else, and says, “Inclined to be moody in defeat, too sensitive. 


Shows improvement.” Small fault, and just about the only one he has. 
Obviously, we take him. 


which bears a form summarizing key 


In contrast to this clear-cut acceptance, the dean gave the follow- 

ing example: 
Robert B. of Pin Point, South Dakota, High School. Engineer [the boy’s 
college program preference]. “SAT 310, 332. Grades half Cs and Ds, no 
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language [foreign language, a subject requirement].” The point of deci- 
sion is reached. We will not take him, but we flip it through. “Forty-first 
in a class of forty-six. ‘Probably’ ready. (This, again, is the principal’s 
recommendation.) C interview. Choir. Average references.” The action 
is obvious. 


How personality can offset high marks and scores was illustrated 
in a third example described by the dean, one concerning a boy he 
called Dennis F. 


Big City High School, Big City, Ohio. Wants arts [liberal arts program]. 
College Board SAT scores 620, 640. Sixty-five is recommended [college 
recommendation grade average of the boy’s high school]. Grades—85 
average. First fifth of class. IQ 145. “Clearly” ready. School says, “This 
boy is clearly superior material with a clear goal ahead. He has con- 
siderable drive and vigor and should do very well in science. He has 
courtesy and tact, as well as integrity. ” Interview—D; interviewer says, 
“This boy said, ‘But of course I realize that Brown’s engineering and 
physics courses don’t rate very well.’ A very blase and most unattrac- 
tive young man.” Father lawyer. Normal activities [extracurricular 
activities in high school]. Good reference from business associate of 
father’s. We turned down this soul of tact and courtesy. An interview 


can be important. 


In another case, the Brown admissions board deliberately dis- 
counted low test scores. 


Peter E. Milltown, Massachusetts, High School. Chemist. SAT 341, 501. 
Eighty is recommended; he has all 90s and 95s. Eighth ina class of 410. 
California IQ 118. Superior qualities. “Excellent pianist. Clearly 
ready. Born in Milltown, but both parents born in Syria. Both references 
teachers; one says, “unusual boy... good mind... great capacity for 
works... hours of practice on the piano... fine musician.” We hesitate 


a moment over his low SAT. However, foreign language background 
probably accounts for this; his true aptitudes are lower than they should 
be, but not so low as those scores indicate. With so many assets, we 


take him. 


A California boy, Larry D., hovered on the borderline in Dean 
Walker's account. 


Waltersville, California, High School. Chemist. SAT 471, 395. English 399, 
Chemistry 486, Intermediate Math 416. B is recommendation grade and 
he’s half As and half Bs. No gaps. Eighth in a class of 147. Stanford- 
Binet IQ 131. Superior in everything. “Clearly” ready. They say, “Larry 
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has done an outstanding job as our student body president. He pre 
maintained a good scholarship rating while engaging in outside ae 
ties. His ability to endure frustration and continue to discharge pe a 
sponsibilities is of high caliber. He will be a success.” Father a 34 
officer, college graduate. Student body president, Spanish club sige = 
member of the California Scholarship Federation, math club, li- . 
Both references check him tops but one, the teacher, says his weakness 
is “his ability to express himself in writing.” Here we go all the vay 
through without reaching the point of decision. There is good and ba 

here—fine record, but in a school we don’t know. IQ good, but College 
Board test scores weak. Finally, we decide to take him. We certainly 
want him from the personality and character point of view, and there 
seems to be enough academic quality to indicate that he will ger ji ; 
he might even be a pretty good student. However, we accept him or 
an A.B., not for our B.S. program, since his mathematical aptitude is low. 


Today, the College Board test scores of corresponding applicants 
might be slightly higher, for larger numbers of students applying have 
resulted in more students with higher scores trying for highly selective 
colleges like Brown. Also, many of these colleges more systematically 
combine test scores and high school marks or class rank into a pre- 


dictive index, as we saw in the case of Tulane. For a number of years 
Yale has used an “adjusted school rade,” 
J 


rank list”—both of them systems for produ 
tions from school marks and test scores. 
admits half of its class today 


preferences for other qualities decided by the colle 
demic ability to fill the rest of the class, 
However, 


the academic indicators (school mar! 


tions) —are judged at most high 


cases at Brown. At all such colleges, the applicants divide quite readily 
into three categories—the clearly in, 


and fairly large number of border 

Admissions officers at highly 
dictions for individual students P. 
per cent of their students. Albert 
ample, has made this observation 


selective colleges say that their pre- 
rove roughly correct with about 80 
I. Dickerson of Dartmouth, for ex- 
of his days as admissions director 
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there. An entering class as a group, however, does freshman-year work 
very much as expected; almost exactly the percentages of students for 
whom work at about A, B, C, D and failing averages can be predicted 
are actually realized. But the admissions officers now know of no way 
to single out the 20 per cent who do not perform as individually pre- 
dicted in the freshman year. They wish they did. 

How hard it is for even experienced admissions officers and guid- 
ance counselors to guess what individual students will do in college was 
brought home with a set of case histories belying the usual predictors 
that were considered at another College Board admissions colloquium. 
The cases, assembled by Henry S. Dyer of Educational Testing Service, 
were all absolutely authentic. One that Dr. Dyer posed for admissions 

. judging by the eighty educators at the meeting concerned a girl whose 
father was an engineer and whose mother had gone to the college at 
which the daughter had applied. An interviewer at the college noted 
that the girl “likes chemistry, hates French. Mother says high school 
against having her come here. Mother and father both determined that 
she come here. I can find no spark of enthusiasm in the girl herself for 
coming here. Girl said she would ‘stick it out’ if she came. She is not 
a good risk for this place. Much pressure from father to get her in 
here.” The girl said on her application that she preferred another col- 
lege but her mother wanted this one for her. 

; In high school, the girl had been a cheerleader, hockey team cap- 
tain and member of the music club and several committees. About a 
B-average student, she had averaged A-minus as a high school freshman 
and B-minus as a senior; she ranked 117th in a class of 386. Her father 
said that her recent grades were low because she had been an officer in 
two community charities, and in one had had to handle large funds. 
Her school’s recommendation said that, though intelligent, the girl was 
not intellectually mature, lacked intellectual curiosity and was more 
interested in cheerleading, sports and social life than in abstract ideas; 
it did describe her as wholesome, attractive, a good citizen, well poised, 
and well adjusted socially. The girl's SAT verbal and mathematical 
scores were 494 and 505; on the College Board Achievement Tests, she 
had scored 578 in English, 570 in French and 444 in Social Studies. The 
average SAT verbal score of students at the college was 575. 

Of the eighty admissions officers and counselors, forty-three 
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guessed that this girl would do inferior work at the college and twenty- 
four that she would flunk out. Only thirteen guessed average college 
work for her, and none guessed superior work. In the college, the girl 
had actually moved up from an average of C as a freshman to K 
as a senior—which represented about average academic work for a 

four years. Her freshman dean had noted that, “She is delighted she 
chose this college rather than the other one.” The girl majored in politi- 
cal science, and was considered very loyal, popular and co-operative, 
yet independent. She was vice president of her dormitory, co-chairman 


of a music festival program and head of the student scholarship fund. 
The college’s dean concluded, “an outstanding girl.” 


Your Child's Admissions Chances at All Colleges in the Country— 
And Especially the Selective and Highly Selective Colleges 


In thinking about possible colleges for your child, you may find it 
helpful to know how practically all colleges in the country can be 
grouped according to levels of entrance test scores and related high 
school marks that would mean fairly good chances of admission. 

At many colleges your child would not need very high test scores 
in order to have fairly good admissions chances. It is at a minority of 
selective and highly selective colleges that rather high scores might be 
important to getting in—and even these colleges admit some low- 
Scoring students who have other strong qualifications. . 

America’s 2,000 colleges today divide roughly into the following 
five groups, according to how selective they are in admission. Here are 
the groups, together with some idea of the extent to which they are 
selective and the very approximate numbers of colleges in each group: 


Highly selective-some 70 or more colleges; 

Selective to highly selective—~some 235 colleges; 

Moderately selective to selective—about 500 colleges; 

Somewhat selective—about 400 or more colleges; 

Hardly selective at all—some 700 to 900 colleges. 

These groups are based on the data given by the country’s colleges 
about their admissions policies in another work of the author’s, The 
New American Guide to Colleges (second edition, 1962), 


It is only in the last twenty years that these groups have developed. 
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By long tradition, almost all American colleges had had admissions poli- 
cies represented by just the “somewhat selective” and “hardly selective” 
categories, requiring but a minimum competence in specified college 
prep subjects, until the deluge of World War II veterans backed by the 
GI Bill in the late 1940s. The public did not generally grasp what had 
happened until the country’s first admissions panic gripped parents, 
particularly in the crowded Northeastern states, in the early 1950s. 
Moreover, the picture continues changing rather rapidly, with more 
and more colleges moving from the less selective to the more selective 
categories every year. 

Between these groups there are large differences in the levels of 
entrance test scores which would normally mean good chances of ad- 
mission for your child. For the colleges that are “hardly selective at all,” 
your child’s scores on entrance tests would be less decisive than his high 
school record. He would be admitted if his record showed passing work 
in high school, and if he were of ordinarily good health and character. 
This group of colleges is especially numerous because it includes many 
very small private colleges, as well as most of the country’s several 
hundred public two-year colleges which serve mainly their local com- 
munities. 

Colleges “somewhat selective” in admissions would expect your 
child to have test scores above only very low levels so long as his high 
school record showed about a C average, preferably with college prep 
studies. Most of the “moderately selective to selective” colleges would 
e of, say, C to B, and test scores above 


look for a high school averag' 
ational norms for high school seniors, in 


about the bottom quarter on n 
order to consider your child a fairly well qualified applicant. Some of 
the colleges in this group, though, would similarly expect about a B 
average and scores in the top half nationally. 

less selective groups are 


Two things about colleges in the three 
One is that a number of 


especially important for you to keep in mind. 
very bright and able students go to these colleges, even ones in the 
“hardly selective at all” group. This means that a bright child of yours 
could get a good education in at least some colleges that are not hard 
to get into. It also means that students at these colleges often represent 
a very wide range of ability The other point to remember is that some 
of these colleges wait until after admission to do their real selecting; 
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they admit on indulgent standards, but instruct on standards rigorous 
enough to lead perhaps a fourth or more of their freshmen to flunk or 
drop out. Colleges like this often use admissions test scores in advising 
applicants who seem weak of possible failure if they do enter. 

The majority of the country’s state universities still carry on in the 
tradition of “somewhat selective” or “hardly selective” admissions with 
required subject preparation, and are in these categories today, How- 
ever, some stand in the two more selective categories, and more state 
universities are being forced into the more selective groups each year. 
This raises serious questions for your children and for the country, as 
we shall sce later. But as noted above, state universities and other col- 
leges in the two least selective categories often have students who rep- 
resent a wide range of ability. Because of this, they use entrance test 
scores most extensively for placement—placing students in freshman 
class sections or courses appropriate to their ability and preparation— 
rather than in admission. f 

__ You and your child might be especially interested in selective or 
highly selective colleges, though, for these colleges attract several times 
as many applicants as they can admit. It is this special popularity of 
theirs which of course enables and even forces them to be selective. 

At the same time, it is important for you to know which colleges 
they are and what would insure fairly good chances of admission to 
them. On the one hand, knowing this could save you needless disap- 
pointment. On the other, it might acquaint you with the opportunities 
Open to your child at these colleges if he or she seems possibly qualified 
for them, i 

First, let us look at the nation’s highly selective colleges—the ones 
hardest to get into. Sixty-eight of these colleges are in the following 
list. These are the colleges which reported having “highly competitive” 

iving information for The New American Guide 

was defined as, “rejects many appli- 

cants who have earned B or even A averages in college preparatory 
programs”). The sixty-eight in the list include most of the country’s 
Not all are included because some did 
survey, and also because at least a few 
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Highly Selective Colleges 


New England (Conn., Me., Mass., 
N.H., R.I., Vt.) 

Amherst College 

Bennington College 

Brandeis University 

Bowdoin College 

Brown University 

Dartmouth College 

Endicott Junior College 

Harvard College (of Harvard Uni- 
versity ) 

Jackson’ College for Women (of 
Tufts University ) 

Massachusetts College of Art 

Massachusetts Institute of Tech- 
nology 

Middlebury College 

Mount Holyoke College 

Pembroke College (of Brown Uni- 
versity) 

Radcliffe College (of Harvard Uni- 
„Versity ) 

Simmons College 

Smith College 

Trinity College 

Tufts College (of Tufts University) 
nited States Coast Guard Academy 

Wellesley College 

esleyan University 

Wheaton College 

Williams College 

Yale College (of Yale Uiversity) 


Middle Atlantic (N.J. N.Y., Pa.) 

Barnard College (of Columbia Uni- 
versity) 

Bryn Mawr College 

Colgate University 

Columbia College (of Columbia Uni- 
versity) 

Columbia University School of Engi- 
neering and Applied Science 

Cooper Union 


Cornell University—College of Arts 
and Sciences, School of Hotel 
Administration, State College of 
Home Economics 

Dickinson College 

Hamilton College 

Harpur College (of the State Uni- 
versity of New York) 

Haverford College 

Princeton University 

Pennsylvania, University of—College 
of Arts and Sciences, College of 
Liberal Arts for Women, School 
of Allied Medical Professions 

Rensselaer Polytechnic Institute 

Rochester, University of—College of 
Arts and Science 

Sarah Lawrence College 

Swarthmore College 

Union College (of Union Univer- 


sity) 5 
United States Merchant Marine 
Academy 


United States Military Academy 

Vassar College 

Webb Institute of Naval Architec- 
ture 


South Atlantic (Del., Md., D.C., Va., 
W.Va., N.C., S.C., Fla, Ga.) 

Duke University—Trinity College, 
The Woman’s College 

Hollins College 

Trinity Collegé (D.C.) 

United States Naval Academy 

William and Mary, College of 


North Central (l., Ind., Iowa, Kan., 
Mich., Mo., Minn, Neb., N.D., 
S.D., O., Wis.) 

Carleton College 

Grinnell College 

Oberlin College * 
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Highly Selective Colleges 
South Central (Ala., Ark., Ky., La, Pacific (Alas., Cal, Hawaii, Ore., 


Miss., Okla., Tenn., Tex.) Wash.) 
Rice University California Institute of Technology 
South, University of the California Maritime Academy 


Pomona College 
Mountain (Ariz., Col., Idaho, Mont., Reed College 
Nev., N.M., Utah, Wyo.) Stanford University 
United States Air Force Academy 


See aammaaaaaaIiIo 


What would insure fairly good admissions chances for your child 
at most of these highly selective colleges? The explanation here will 
give you a general idea as essential background information. However, 
you should consult an experienced counselor in your child’s school, or 
the college itself, before making even any tentative decisions about 
applying or not applying to one of them. Each of these colleges has 
a unique and complex admissions policy which would have special 
bearing on the equally unique case of your child. 

Almost all sixty-eight of these highly selective colleges would re- 
quire your child to take the College Board SAT, usually in December 
of his senior year in high school, if he intends to apply. The following 
general accounts of what SAT scores indicate for your child at most 
selective and highly selective colleges are based on the College Board’s 
Manual of Freshman Class Profiles, a technical publication designed for 
professional use by guidance counselors, 

At least a quarter of all applicants who had SAT verbal scores of 
about 600 in recent years have been accepted by cach of these highly 
selective colleges, with the exception of only a few colleges. Most of 
these colleges, in fact, have been accepting from one-half to three- 
quarters or more of all applicants with verbal scores of 600 or higher. 
For some of the several colleges that are exceptions, your child would 
need an SAT verbal score of 650 or 700 in order to have a fairly good 
chance of admission. For others that are exceptions, verbal scores in the 
500s would mean a fairly good chance, but high selectivity on the basis 
of other (and usually obvious) qualifications. Most of these colleges 
have, of course, accepted still higher proportions of applicants with 
SAT verbal scores higher than 600—and the higher the scores, the 
higher the proportions accepted. 
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You can conclude, then, that if your child had an SAT verbal 
score of about 600 or more and met certain other conditions, he or she 
would have a fairly good chance of being admitted to one of these col- 
leges in all but a few instances. The “certain other conditions” for most 
of these colleges are: that your child’s SAT mathematical score and 
scores on two or three College Board Achievement Tests were similarly 
high; that your child ranked in the top fifth or quarter of his high 
school class (unless all his schoolmates were of unusually high ability); 
that your child wrote clearly and correctly; that your child held lead- 
ing positions in one or more school or community activities (or showed 
marked accomplishment in a hobby, art or sport); and that your child 
had a mature, upright and stable character. In addition, to have fairly 
good admissions chances at a technological college among these sixty- 
eight, your child should have an SAT mathematical score of 650 or 
More, and strong preparation in the sciences and math. 

You should not take this to mean that your child must have an 
SAT verbal score of at least 600 in order to be admitted to one of these 
sixty-eight highly selective colleges. As we saw in the case of Brown’s 
acceptance of the boy whose parents had come from Syria, these col- 
leges accept some students with verbal scores ranging as low as the 
300s, in a few special cases. Most of these colleges are extremely anxious 
to have students with unusual qualifications, but not very high test 
scores continue to apply. Despite possibly modest test scores, your child 
should apply to one of them if he is particularly interested in the col- 
lege and thinks some unusual qualifications of his might interest the 
college. His (and your) only precaution should be not to count on 


being accepted there. 


Your child should feel no disgrace whatever if he applied and were 
not accepted by one of these colleges. Some students with very high 
test scores, scores of the maximum 800 or in the very high 700s, are 
rejected by each of these colleges every year. And Arthur Howe, Jr., 
admissions dean at Yale, has remarked that, as an admissions officer, 
“you so often know you have'turned down boys who are just as prom- 
ising as the ones you've taken.” 

Some of these highly selective colleges have been admitting a few 
More students with comparatively low SAT scores in the last few 
years than they had before—a fact which might prove useful to your 
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child. Brown and Williams have foundation grants with which | is 
admit small percentages of students who appear to be academie eer 
on the basis of high school record and test scores but who seem pr y 
qualified on other grounds, and to see how these students do in cal E 

Henry S. Coleman, Columbia College admissions director, hasi a 
lowed the performance of seventy-two students with SAT verbal Pe 
below 550 who were admitted in 1961, largely because they “showe 
other indications of great promise.” Sixty-three of the seventy-two tin- 
ished the sophomore year, he recently reported, and as — 
earned academic standings as follows: 5 per cent in the top negra 
the class, 17 per cent in the second quarter, 37 per cent in the thir 
quarter, and 41 per cent in the bottom quarter. No conclusions hasę 
been drawn, he said, but the college is “reasonably pleased with the re- 
sults so far” and will follow the students “with keen interest.” 

At Harvard College 9 per cent of the students admitted in 1963 had 
SAT verbal scores below 500, compared with only 3 per cent admitted 
in 1961. “Personal ratings” have most often offset relatively low scores 
in the decision to admit these students; the ratings are not “narrowly 
defined,” according to Fred L. Glimp, admissions dean, but are assessed 
on a scale ranging from 1 to 6 and represent “a combination, though 
certainly not an ‘average,’ ” of such qualities as effectiveness, energy, 
judgment, integrity, generosity of spirit, and “cussedness”—as well as 
“the touch of greatness” when it seems to appear. 


A second and larger group of 235 or more colleges and universities 


make up the “selective” category. These colleges, listed below, are the 
ones that reported having “competitive” admissions policies in the sur- 
vey for The New American Guide (for which “competitive” was de- 


fined as, “rejects some applicants who have earned B or even A aver- 
ages in college preparatory programs”), 
At most of these “selective” 


fairly good chance of admission if 
of some 525 or 550—sub 
the case of the highly s 
a similarly strong appli 
apply to a selective co 
may range around 300. 


colleges, your child would have a 
he or she had a SAT verbal score 
ject to all the same kinds of qualifications as 1n 
elective colleges. That is, your child should be 
cant in other respects, and should feel free to 
llege if he cares to try, even though his scores 
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Selective Colleges 


New England 

American International College 

Bates College 

Boston College 

Boston University (all divisions ex- 
cept School of Education and Col- 
lege of Basic Studies) 

Bouvé-Boston School (affiliated with 
Tufts University ) 

Bridgeport, University of 

Castleton Teachers College 

Clark University 

Colby College ` 

Colby Junior College 

Connecticut College 

Dean Junior College 

Eliot-Pearson School (affiliated with 
Tufts University ) 

Fairfield University 

Forsyth School of Dental Hygienists 
(affiliated with Tufts University) 

Goddard College 

Hartford Art School (of the Univer- 
sity of Hartford) 

Holy Cross, College of the 

Lasell Junior College 

Lesley College 

Maine Maritime Academy 

Maine, University of 

Marlboro College 

Nichols College of Business Admin- 
_Istration 

Northeastern University 

Norwich University i 

Plymouth Teachers College 

Regis College 

Rhode Island College 

Rhode Island School of Design 

St. Anselm’s College 

Southern Connecticut State College 

State Colleges of Massachusetts—at 
Bridgewater, Lowell, Salem, Wor- 
cester 
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Vermont, University of 
Worcester Polytechnic Institute 


Middle Atlantic 

Albright College 

Alfred University 

Allegheny College 

Beaver College 

Bennett College 

Bloomsburg (Pa.) State College 

Briarcliff College 

Bucknell University 

Business Training College 

Cedar Crest College 

Centenary College for Women 

Chestnut Hill College 

Chatham College 

Colleges of Education (of the State 
University of New York) at Al- 
bany, Brockport, Cortland, Fre- 
donia, Plattsburgh 

Cornell University—College of Engi- 
neering, College of Architecture, 
State College of Agriculture, State 
School of Industrial and Labor 
Relations 

Columbia University School of Gen- 
eral Studies 

East Stroudsburg (Pa.) State College 

Elmira College 

Drew University 

Drexel Institute of Technology 

Erie County (N.Y.) Technical In- 
stitute 

Fordham University 

Franklin and Marshall College 

Georgian Court College 

Gettysburg College 

Glassboro (N.J.) State College 

Grove City College 

Hobart College 

Hudson Valley (N.Y.) Community 
College 
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Selective Colleges 


Hunter College (of the City Univer- 
sity of New York) 

Jersey City (N.J.) State College 

Juniata College 

Keystone Junior College 

Kutztown (Pa.) State College 

Lafayette College 

La Salle College 

Lebanon Valley College 

Lehigh University 

Lock Haven (Pa.) State College 

Lycoming College 

Manhattan College 

Manhattanville College of the Sacred 
Heart 

Margaret Morrison Carnegie College 
(of Carnegie Institute of Tech- 
nology) 

Marymount College 

Muhlenberg College 

Millersville (Pa.) State College 

Montclair (N.J.) State College 

Notre Dame College of Staten Island 

New Rochelle, College of 

New York University—Washington 
Square College of “Arts and Sci- 
ences, University College of Arts 
and Sciences, College of Engineer- 

in 

Newark (N.J.) State College 

Pennsylvania Military College 

Pennsylvania, University of—Whar- 
ton School of Finance and Com- 
merce, The Engineering Schools, 
School of Education, School of 
Fine Arts, School of Nursing 

Pittsburgh, University of—School of 
Engineering and Mines 

Queens College (of the City Univer- 
sity of New York) 

Russell Sage College 

Rochester, University of—Eastman 
School of Music 


Rosemont College . 

Rutgers, The State University of 
New Jersev—Rutgers College, 
Douglass College, College of Nurs- 
ing, College of Pharmacy 

Seton Hill College 

St. Bernadine of Siena College 

St. Bonaventure University 

Saint Peter’s College 

St. Lawrence University 

Skidmore College 

Slippery Rock (Pa.) State College 

State University of New York Long 
Island Center 

Stevens Institute of Technology, A 

Syracuse University (all divisions 
except State College of Forestry) 

Temple University 

Thiel College 

Trenton (N.J.) State College 

Upsala College 

Ursinus College 

Villanova College 

Washington & Jefferson College 

Wells College 

William Smith College 

Wilkes College 

Wilson College 


South Atlantic 

Agnes Scott College 

Belmont Abbey College 

Bethany College 

Catholic University of America 

Citadel, The : 

Clemson Agricultural College 

Converse College 

Davidson College 

District of Columbia Teachers 
College s 

Duke University—School of Engi- 
neering, School of Nursing 

Dunbarton College of Holy Cross 
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Selective Colleges 


East Carolina College 

Emory University 

George Washington University 

Georgetown University . 

Georgia Institute of Technology 

Hampden-Sydney College ae 

Goucher College 

Greensboro College 

Guilford College 

Hood College 

Johns Hopkins University 

Mary Baldwin College ` 

Medical College of Virginia School 
of Nursing 

North Carolina, Woman’s College 

Jot the University of 

Notre Dame of Maryland, College of 

Queens College , 

Radford College 

Randolph-Macon College 

Randolph-Macon Woman’s College 

Rollins College 

Salem College 

St. John’s College 

Stetson University School of Busi- 
ness 

Sweet Briar College 

Virginia, University of 

Wake Forest College 

Washington College 

Washington & Lee University 


North Central 
Albion College 
Antioch College 
Ashland College 
ugustana College 
Beloit College 
Bethel College and Seminary 


Blackburn College 

Carroll College 

Chicago, The College of the Univer- 
sity of 

Concordia Teachers College 

Cornell College 

De Pauw University 

Drake University 

Earlham College 

General Motors Institute 

Hanover College 

Illinois Institute of Technology 

Illinois, University of (at Chicago)— 
College of Pharmacy, College of 
Nursing 

Iowa, State University of—College of 
Engineering, College of Nursing 

Kalamazoo College 

Kenyon College 

Knox College 

Lake Erie College 

Lake Forest College 

Lawrence College 

Marietta College 

Milwaukee-Downer College 

Michigan, University of (all divi- 
sions except School of Nursing) 

Muskingum College 

Northwestern University 

Ohio Wesleyan University 

Ripon College 

St. Benedict’s College 

St. Mary’s College (Minn.) 

St. Teresa, College of 

Saint Xavier College 

Wabash College 

Washington University 

Wheaton College (IIl.) 

Wittenberg University 

Wooster, College of 
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Selective Colleges 


South Central 

Auburn University—School of Archi- 
tecture and the Arts 

Berea College 

Centre College of Kentucky 

Judson College 

King College 

Loyola University 

Southwestern at Memphis 

Vanderbilt University—College of 


Mountain 
Colorado College 
Colorado School of Mines 


Pacific 

Chaminade College of Honolulu 
Claremont Men’s College 

Harvey Mudd College , 
Los Angeles Conservatory of Music 


Mills College 
Occidental College 
Redlands, University of 
Scripps College 
Westmont College 
Whitman College 

= Ee 


Arts and Sciences, School of Engi- 
neering 


Many students capable enough to qualify for highly selective col- 
leges, of course, go to these selective colleges. Also, these selective col- 
leges range evenly right up into the highly selective ones and down into 
the moderately selective ones. This means that at some of these selec- 
tive colleges your child would need a SAT verbal score of perhaps 575 
or 600 for fairly good admissions chances; at others, a verbal score even 
in the 400s would insure fairly good chances. 

Some of these selective colleges require the ACT test—the test of 
the American College Testing Program—instead of the College Board 
SAT. For these colleges, ACT test scores at about the 50th percentile 
on ACT norms for college-bound students would correspond to fairly 
good chances of admission, subject again to the same qualifications de- 
scribed above. You or your child could learn the percentile ranks on 
college-bound norms to which your child’s ACT test scores correspond 
from his high school, to which the percentile ranks are reported. Ranks 
at the 50th percentile on these norms would fall, very approximately: 


at standard scores of around 15 or 20 on the 36-point score scale of the 
ACT test. 


Again, you should 
what is said here if yı 
counselor in your ch 
formation about test s 


not base any decisions about these colleges on 
ou can possibly consult an experienced guidance 
ild’s school instead. Counselors have detailed in- 
core distributions and many other matters bearing 
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on admission at most of these colleges in the current edition of the 
College Board’s Manual of Freshman Class Profiles, which was men- 
tioned before. Many counselors would show you the manual’s data for 
a college in which your child was interested, and would explain its 
meaning to you in detail. In addition, a counselor in your child’s high 
school can provide information on how other students from the school 
have fared in admission and in their studies at many colleges, as well as 
information acquired from years of acquaintance with colleges and 
their admissions officers. i 

Still another reason to work closely with a capable guidance coun- 
selor is that more colleges are becoming selective and highly selective 
as ume passes. The numbers of such colleges will increase especially 
rapidly with the sudden sharp increases in the numbers of young people 
expected to apply for college in 1964 and 1965. 

A concrete picture of typical colleges in the five groups explained 
here may help you remember major things about them. Such a picture 


is shown in Figure 4. 


s 
AT Verbal scores of freshmen at three colleges 


College C 


College A College B 


800 


m College Board Score Reports; A 
in 1958 by the College Entrance 
vised annually and dis- 


(Reproduced with permission fro 

uide for Counselors, published i 
Examination Board. This publication is revise 
tributed to counselors.) 


206 / EDUCATIONAL TESTING FOR THE MILLIONS 


The graphs show only one very limited thing about each of the 
three colleges: the percentages of freshmen at each college who have 
SAT verbal scores in each 50-point range of the score scale. The Col- 
lege A” shown in the graph is typical of those called “highly selective 
here. Similarly, “College B” is typical of this account’s “selective” col- 
leges, while “College C” is typical of “somewhat selective” colleges. No 
graphs are shown to illustrate colleges that would be “moderately se- 
lective,” which would stand between the College B and College G 
profiles. Nor is a graph shown for a “hardly selective” college. , 

You can judge these typical colleges in comparison with American 
young people generally by knowing what SAT verbal scores mean for 
all high school seniors. The College Board recently estimated that the 
average verbal score for all high school seniors is about 350. It also 
estimated that only some 15 per cent of all seniors score above 500; 
that only some 3 per cent of the boys and 6 per cent of the girls among 
them score higher than 600; and that less than 1 per cent of the boys 
and about 1 per cent of the girls score higher than 700. 


You should clearly understand that, again, if your child should 
have high college ability as indicated by high school marks and test 
scores, he would by no means have to go to a selective or highly se- 
lective college in order to get a good college education. High-scoring 
students enroll at many colleges and univepsities that are fairly open in 
admission. One indication of the quality of the education they receive 
is that, if they make outstanding records in college, graduate and pro- 


fessional schools accept them as readily as well-prepared graduates of 
selective and highly selective colleges. 


Achievement Tests of the College Board—the admissions tests we 
have not yet looked at closely—would generally play a minor role in 
a college’s decision to admit your child. However, if a college knew 
little about the quality of preparatory work in your child’s high school 
and your child’s scores on two or three Achievement Tests were far 
lower than his aptitude scores and record of courses and marks would 
indicate, the Achievement scores might mean his rejection. Also, for 
engineering programs at highly selective colleges, scores on the mathe- 
matics Achievement Tests count rather heavily in admissions decisions. 
More often, your child’s Achievement Test scores would be used for 
placement rather than admission. That is, they would be used in placing 
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or assigning the boy or girl to appropriate freshman courses and course 
sections instead of in deciding his admission. 

Finally, though it is not a standardized test, the College Board’s 
“Writing Sample” (or one-hour essay your child might be asked to 
write at a College Board test center) could possibly win or lose your 
child’s admission to a selective or highly selective college on a very rare 
occasion. Some ninety colleges require the “Writing Sample” for appli- 
cants, most of them along with one or two Achievement Tests in addi- 
tion to the SAT. The essays are simply duplicated and sent to colleges 
without being scored in any way by the Board. Colleges read them as 
direct evidence of a student’s writing ability. Your child might not be 
accepted by a college in the very unlikely event that he would other- 
Wise seem qualified but had done an atrociously poor “Writing Sam- 
ple.” Or, if he or she were a borderline applicant in other respects, an 
extremely brilliant and well-written essay might tip the scales in your 
child’s favor. 


You Might Make Tentative Long-range Forecasts of Your Child’s Future 
College Ability—And Admissions Prospects 


As you have already seen, you could be fairly confident that your 
child will have the ability for college when he reaches college age if his 
IQ test scores after about the fourth or fifth grade generally range 
above 105 or 110. Scholastic ability test scores above about the 65th 
percentile in large, nationally representative groups of children his own 
age would mean much the same thing. Higher IQ or scholastic ability 
test scores—scores ranging up from IQs of about 120 or from national 
percentile ranks of about 85—would augur possible future ability typi- 
cal of students at selective and highly selective colleges. 

However, the reverse would absolutely not be true. That is, if 
your child earned IQ scores below 100 (or scholastic ability test scores 
below a 50th percentile nationally) through the clementary grades, you 
would not be justified in thinking that your child might not develop 
average or higher college ability. If your child were just ordinarily 
bright and made normal progress through the early grades, the boy or 
girl could show a sudden spurt of scholastic growth as a teen-ager. 
Children sometimes develop in bursts, and occasionally take sharp turns 
1n Interest, and your child’s scholastic bursts and turns might lie ahead. 


Such bursts might lic ahead for your child even if he had a certain 
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amount of trouble in the early grades—provided that he or she did not 
fall far behind, in reading ability in particular, and did not come to hate 
school work deeply and permanently. Of course, college would still not 
be ruled out if your child should not happen to develop above-average 
academic ability in the ’teens—for, as we noted, college programs for 
young people of below-average ability are multiplying. 

It would be particularly dangerous for you to assume that your 
child may not have college ability—or for his school to assume it—on 
the basis of test scores through the elementary grades. For example, 
during recent years, the manager of a large New York bookstore had 
become increasingly worried about whether his boy would have the 
ability for college. The boy wasn’t at all bookish, and his indifference 
_to studies produced mediocre marks all through school. His father 
gingerly brought up the question of college one night when the boy 
was not far along in high school. “Oh, I’m no good for college,” the 
boy replied casually. “I’ve got an IQ of only 100, my guidance teacher 
says.” The shocked parents had the boy take the Stanford-Binet at a 
private counseling bureau, and he earned an IQ score of 128 on it. He is 
now at the University of South Florida, and doing very well there. 

Moreover, as pointed out in Chapter 2, the childhood 1Q or scho- 
lastic ability test scores of whole generations of underprivileged chil- 
dren—Negroes especially—are depressed below the levels which their 
native abilities would reflect if they had grown up instead in com- 
fortable homes with lively cultural interests. The great “Higher Hori- 
zons” experiment, started in the late 1950s in Junior High School 43 in 
Manhattan, proved that substantial numbers of such children who 
earned conventional verbal IQ scores in the 80s could be equipped 
through an enriched program and special guidance to succeed in highly 
selective colleges. 

At one critical turning point in your child’s schooling, you should 
be especially vigilant to be sure that test scores will not slam the door 
to a traditional college education for your child if you think the door 
should be kept open. This point comes in the eighth, ninth or tenth 
grade. It is the point at which your child would decide to take a col- 
lege preparatory or non-college-prep program through high school. 
Deciding on a commercial, technical or general program at this point 
could close out the possibility of later college work toward regular 
four-year degrees in the liberal arts and sciences. It may be most helpful 
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for your child to finish his education with high school, learning salable 
job skills there. However, all too many boys and girls whose parents 
and neighbors think of college as odd and unnecessary slip through 
this critical point of decision with no idea of what is being settled for 
the rest of the child’s life. Often, the decision is made on the basis of 
average or lower IQ and scholastic standing for the child—plus espe- 
cially what the child and his parents expect for him in life. 

You should not let this decision be made for your child as a matter 
of unquestioned routine. Find out from your child’s school when it 
will come, and consider it, carefully and sympathetically, with your 
child before it is made. Unless your child had consistently done very 
poor work in studies and on tests, your insistence on having your child 
at least try a college prep program, if you feel strongly, would prob- 
ably get him into college prep work. ° 


You Could Even Develop Your Child's College Potential From Infancy On 


If you want to improve your child’s eventual college prospects 
right from the start, you should concentrate on certain vitally impor- 
tant things in your child’s early school years. Among these are his gen- 
eral sense of security and curiosity, plus his exposure to pictures, toys, 
games, letters, numbers, words, stories, trips, music, drawing, painting 
and conversation. His life should be safe and interesting, and he should 
receive much attention without suppression from you. Such guidance 
and cultivation, plus familiarity with the kinds of puzzles posed on IQ 
tests, make up the essential advice given in David Engler’s book of a 
few years ago, How to Raise Your Child’s IQ. 

Your child’s pre-school years may be especially vital, Henry 
Chauncey, president of Educational Testing Service, has observed in 
his Annual Report for 1963-1964. Citing an unpublished study by Ben- 
jamin Bloom, a University of Chicago psychologist, he suggests that 
4 good half of the difference in lifelong intelligence which may result 
from a loving and cultured home as against an insecure and impover- 
ished home develops before the age of four. Dr. Bloom estimates that 
favorable surroundings can increase a child’s IQ up to some 20 points 
More than it would otherwise be by the time the child is seventeen 
years old—and that 10 points of the 20-point potential increase come 
In the child’s first four years of life, or else are lost forever. 
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SCAT-V vs. SAT-V 
Chances in 100 That Students with Various Scores on SCAT Verbal Will Earn 
Selected Scores on SAT Verbal 
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SCAT VERBAL SCORES 


A counselor could use this graph to estimate what future verbal score 
your child is likely to earn on the Scholastic Aptitude Test of the 
College Board—and, therefore, estimate one important factor bearing 
on your child’s possible admission to a highly selective or selective 
college—as early as the eighth grade. The estimate would be based 
on your child’s verbal score on the School and College Ability Test 
of ETS. How to use the graph is explained in the accompanying 
pages. (Reproduced by permission of Educational Testing Service.) 


When your child is in his high school years or just before, some 
tests might give you a very approximate idea of how your child is 
likely to score on the College Board SAT. ETS has studied the connec- 
tions between scores on its School and College Ability Tests and later 
scores on the SAT for several hundred students in each grade from 8 
through 12. The results have been plotted in “expectancy charts” like 
the accompanying one, which can be used to see about how many 
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chances a student has in 100 for earning future SAT scores of given 
levels on the basis of his present SCAT test scores. 

For example, suppose that your child were in the eighth grade and 
made a SCAT verbal score of 277. To see what his future SAT score 
is likely to be, you would find his 277 SCAT verbal score in the line of 
numbers labeled “Sth grade” at the bottom left of the chart. Then 
you would look up along the vertical line directly above this 277, and 
read off your child's chances in 100 of later getting various SAT verbal 
Scores opposite cach point where this vertical line cuts through a curv- 
ing line, as follows: about 18 chances in 100 of getting an SAT verbal 
Score as high as 550; 50 chances in 100 of getting an SAT verbal as high 
as 500; and 82 chances in 100 of getting an SAT verbal as high as 450. 
Similarly, if your child were to get a SCAT score of 305 in the eighth 
grade, he would have about 50 chances in 100 of getting an SAT verbal 
Score as high as 700 when applying for college, and 80 chances in 100 
of getting an SAT verbal as high as 650. You should remember that 
these expectancies are based on the actual experience of several hundred 
children per grade level, and that the degree to which the expectancies 
would apply to your own child would depend on how similar his ex- 
perience were to the experience of the children studied, 


In a similar study, The Psychological Corporation looked into the 
relations between scores on its widely used Differential Aptitude Tests 
carned in tenth grade by 145 boys and girls, and the SAT scores the 
students earned two years later when they were applying to college as 
‘Seniors. Prediction equations were developed to give the combinations 
of scores on the DAT which yielded the closest predictions of the stu- 
dents’ SAT verbal and mathematical scores. (For SAT verbal scores, 
the equation was: seven times the DAT Verbal Reasoning Test “r 
Score, plus the raw scores on the DAT Spelling and Sentence tests, plus 
169. Raw scores on the DAT are simply the number of questions an- 
swered correctly.) Of those students for whom a SAT verbal score of 
600 or more was predicted with the equation usine their tenth-erade 
DAT scores, 65 per cent actually earned verbal scores of 600 or ‘mare 
two years later, while 31 per cent earned scores between 500 and 600 
and 3 per cent earned scores in the 450-499 range. 

When y 
indication of 


aw” 


our child starts the eleventh grade, he might get a direct 
his future SAT performance on the Preliminary SAT. As 
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we saw, the PSAT is now given to about a million high sgh | 
in October of each year by their schools. It is a two-hour version 

the SAT, with two-digit scores ranging from 20 to 80 to parallel E 
SAT’s 200-to-800 scale. You and your child would get a report pr, his 
PSAT scores with an explanation of them if he does take the a a 
the report you could gauge his likely SAT scores as a college applicant. 


What Will Best Prepare Your Child for Admissions Tests—And What Will Not 


If you look under “Tutoring” in the classified phone books a 
country’s largest cities, you will often find listings for ann 
services and schools which offer “Preparation for College Boarc sa 
Were you to call or visit one, you would probably be assured that your 
child should score 50 or 100 points higher on the College Board os 
with special tutoring than without. You might even be Shon. ms “ 
boys and girls who actually did score 100 or more points higher s 4 
they took the SAT a second time, after they had been coached. An 
you would find, if you could question any of these young people, oe 
indeed they did. By this time, you would probably feel that your chi 
would be at a terrible disadvantage in applying to a selective or highly 


. . H thag; m 
selective college unless the boy or girl had this expensive “proven 
coaching. 


Despite such plausible stories, however, coaching for the SAT 
would almost certainly waste your money and your child’s time. 
Teachers, colleges and the College Board have, of course, been con- 
cerned that special drill might give the children who get it an unfair 
advantage over children who could not. They have accordingly made 
studies of the effect of coaching—at least seven in the last eleyen years, 


with different children and coaching methods. The results are summed 
up in an official College Board statement. It says: 


The evidence collected leads us to conclude that intensive drill for ae 
SAT, either on its verbal or mathematical part, is at best likely to yie! 


insignificant increases in scores. 

On the average, you could ex 
on a 600-point scale,” the st 
believe that admissions decisi 
in scores” —a conclusion that 


pect increases “of less than 10 points 
atement reports. “It is not reasonable to 
ons can be affected by such small changes 
seems “especially true since the tests are 
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merely supplementary to the school record and other evidence taken 
into account by admissions officers.” 

It is “the imperfect nature of the testing process” rather than 
Coaching which causes the scores of individual students to jump by as 
much as 100 points or more, the statement argues. “About one student 
in 15 will find that his scores increase by 100 points or more between 
junior and senior years in high school, and this is true whether he is 
Coached or not. It is not surprising, then,” the statement continues, 
“that tutors are often able to point to particular students who have 
made large increases in their scores.” As we saw in an earlier section, 
there are small chances (some 2 in 100) that your child’s verbal SAT 
score could suddenly drop 100 or more points for no apparent reason. 
There are somewhat larger probabilities (1 chance in 15, or about 7 in 
100) for your child’s score to jump by 100 or more points in the same 
natural course of events over a span of some months. 


Two of the latest coaching studies analyzed what kind of results 
actual Coaching programs realized for all students in representative 
Stoups enrolled for coaching—not only of those students being coached 
Whose scores accidentally increased. In one study, made by Dean K. 
Whitla, associate admissions director at Harvard College, fifty-two 
students who were enrolled in a coaching school were compared with 
fifty-two students who were otherwise similar but had no coaching. 
The ten hours of class work plus homework put in by the coached 
Students resulted in their gaining only 10.2 points more in SAT verbal 
Score, on the average, than the uncoached students. And the SAT math- 
ematical score averaged by the coached students on the second testing 
Was 7 points lower than the corresponding average score of the un- 
Coached students. The other study was made by Edward Frankel, then 
a teacher at the Bronx High School of Science. Half of the ninety 
students in his school who took part in the study got an average of 
thirty hours of coaching in a variety of regular commercial coaching 
Schools. The other half had no coaching. The average scores of the 
Coached students showed gains only 8.37 points higher in y 
and 9.07 points higher in mathematical score compared wit 
age score gains of the uncoached students. 


erbal score 
h the aver- 


Coaching does not work, the College Board believes, because “this 


Particular Scholastic Aptitude Test is a measure of abilities that seem 
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to grow slowly and stubbornly, profoundly influenced by conditions 
at home and at school over the years, but not responding to hasty 
attempts to relive a young lifetime.” 

Coaching, then, will not help your child prepare for the SAT. But 
what will? And how about the Achievement Tests? And the ACT test? 

No one has yet discovered any tricks to the process. Good school- 
ing and active cultural interests in a comfortable and secure home are 
the factors most likely to develop capable college students. These are 
also the factors which most often develop students who score highest 
on tests of general capability in college studies. Nothing would be 
more important than good schooling and a good home in preparing 
your child both for college and for these tests. 
“Toa minor extent, it would be helpful for your child to be gen- 
erally familiar with taking standardized tests. However, even if your 
child had not been taking tests vegularly all through school, he would 
get all the practice and pointers he needed for these tests in booklets 
provided by the CEEB and ACT without charge through his high 
school. 


Getting high scores on the ACT test, the American College Test- 
ing program examination, has not been felt so 
many families as in the case of the SAT. It 
many colleges using the ACT test receive 
which school marks are combined with test sce 
made to coach students for it 
coaching have been made. 


crucially important by as 
has not because, in part, 
indices for applicants in 
res. Little effort has been 
, and no studies of the effects of ACT test 


However, the ACT test functions in much 
the same way as the SAT, and it seems very likely that intensive drill 


for the ACT test would not increase your child’s scores to any sig- 
nificant extent. The ACT test measures how well your child has 
learned to think in broad subject areas, and these thinking abilities also 
require many years to develop. They can be increased only very little 
by a few weeks or months of drill work. , 
By contrast, College Board Achievement Tests examine your ċhild 
on how skillfully he can use what he has learned in specific subjects, 
and they hence seem coachable to a limited extent. Your child’s school 
would carry the main responsibility to see that he had been taught 
what he needed to know for these tests. This should not be difficult 
for the school, for the content of the tests is set by committees of 
professors and high school teachers who try to have the tests cover 
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evenly what the schools across the country actually teach. General de- 
scriptions of the tests, with illustrative questions, are also published by 
the Board, so that schools can see what the tests do cover. In addition, 
these descriptions and questions would be among the material given 
without charge to your child by the Board through his school. He could 
therefore compare for himself what the tests cover and what he had 
learned. If your child wanted to, he could also get these descriptions 
and sample questions through his high school two or three years before 
he took the Achievement Tests or the SAT. 

Your child apparently could be coached with some effectiveness 
for the Achievement Tests—to the extent that the coaching represented 
teaching of the respective subjects. However, it should be far more 
useful for your child to concentrate on his course work in those sub- 
jects all through high school than to drill over innumerable sample 
questions and try to cram in masses of facts in the last few weeks or 
Months before being tested. The College Board has not made studies of 
the effectiveness of coaching for the Achievement Tests, the Board’s 
statement declares, and adds: “We suspect that the question of coach- 
ing for these tests is a matter of choosing a method of teaching the 
subject. We cannot believe that drill on sample questions is the most 
Productive method available.” 

Just before taking any of these tests, your child is advised by the 
College Board to go through quite specific preparation: forget study- 
ing, relax and get a full night’s sleep. Most psychologists and educators 
agree that the relaxation part of this advice would be the best prepara- 
“ton—for both you and your child—through the whole intricate process 
of college admissions testing and admission itself. 


What to Do If Your Child Panics or Has an “Off Day” on Admissions Tests 


Your child could take admissions tests on only the few specified 
Saturdays a year when they are offered. It is possible that, on the par- 
ticular Saturday for which he had registered, he will feel ill or upset or 
nervous, Something quite accidental, like a misfortune in your family 
or a bitter quarrel, could lead your boy or girl to do far worse on ad- 
Missions tests than his actual ability warrants, 

_ You need not feel that all is lost for your son or daughter if some- 
ne = ‘a sould happen—if the boy or girl gets panicky and con- 
¢ taking the tests, or has an “off day” in working them for a 
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combination of minor but distressing reasons. You or your child should 
do one or both of two things if this does occur. 

First, be sure to explain to your child’s principal or guidance coun- 
selor, as soon as you receive scores that evidence below-normal per- 
formance, why the scores seem unduly low, as well as what was bother- 
ing your child during the tests. In explanations like this, you will have 
to be both firm in arguing for your child and reasonable in discussing 
other evidence (and not just your own opinions) of your child’s abili- 
ties. Genuine reasons for your child's atypical work on the tests can 
then be pointed out by the school in its comments recommending him 
to colleges or in special letters. You or your child could instead write 
to the colleges receiving the scores to explain the disrupting circum- 
stances, but an explanation coming from the school would generally be 
more effective. 

Second, if it were the SAT or the ACT test on which your child 
had done far less well than seemed right, he may have time left in his 
high school senior year to take the test again. (He could do this in 
one of the next few months, if he had first taken the ACT test in No- 
vember or the SAT in December—the months in which they are taken 
by the largest numbers of students.) One very bright girl who is a 


professor's daughter did just this, for example. When she first took the 


SAT asa high schoo] senior, her verbal score came out at a far too low 
408. On the second try, 


her verbal score was 683—and appropriately, for 


she graduated only last year froma highly selective college with a four- 
year average of A-minus. 


Achievement Tests of the College Board on w } 
done below-normal work could also be taken over again so that 


better scores might arrive at selective and highly selective colleges be- 
fore they made their admissions decisions, 


hich your child had 


In Case of Admissions Test or Othe 


r Trouble, an “Admissions Center” 
Might Help 


Should your child run into difficulty 
cause of abnormally low test scores or for 
or girl might very well still gain 
non-profit “admissions centers” 
register at a center by 
ing to a college, and 


in getting into college be- 
any other reason, the boy 
admission through one of the three 
run by groups of colleges. He would 
sending information, much as if he were apply- 
paying a nominal fee. Many colleges using the 
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center to locate applicants would look through his records, and those 
interested would invite him to apply. The oldest and largest of the 
centers is operated by the Association of College Admissions Counse- 
lors and used by regionally accredited colleges throughout the country. 
Students have found it helpful not only for uncovering opportunities 
for admission as freshmen entering in the fall, but for mid-year fresh- 
man admission, searching for scholarship offers from colleges and seek- 
ing admission as transfer students upon completing studies at two-year 
colleges. Information about the Association’s center may be obtained 
by writing: College Admissions Center, 610 Church Street, Evanston, 
Illinois, 

The two more recently founded centers are: College Admissions 
Assistance Center, 41 East 65 Street, New York 21, N.Y.; and Catholic 
College Admissions and Information Center, 3805 McKinley Street, 


Washington 15, DRC. 


How to Gauge Your Child’s Chances of Winning a Scholarship 


American families today pay an average of about $10,000 to edu- 
cate one child for four years at a private college, as we noted before, 
and a corresponding $6,000 at a public college. Tuition costs have 
doubled since 1950 for the nation as a whole, and they are certain to 
continue going up. 

Hard facts like these about the cost of sending your child to col- 
lege have probably led you to hope that, when he is ready for college, 
he might also be ready to win a scholarship. Could he? 

His chances would be fairly substantial of getting at least some 
Sort of scholarship aid if he were fairly good in his studies. About one 
1N every five or six students in college today holds a scholarship—in all, 
an enormously increased number compared with scholarship students 
of only a generation ago. More than $175,000,000 worth of undergrad- 
uate scholarships are awarded in the U.S. every year. Another $275,- 
000,000 a year are provided in loans and jobs to help pay for college 
expenses, but it is of course the millions in scholarships that are most 
helpful to students and their families. 

You can judge how helpful from the fact that the average four- 
year value of a scholarship today is some $1,200. Moreover, an award in 
the large National Merit Scholarship Program can be worth as much 
as $6,000 for the four college years, while some scholarships—as in the 
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program for part-time employees as well as children of employees of 
the W. T. Grant Co., the five-and-ten-cent-store chain—can range up 
to a four-year value of $10,000. o. 

For your child, winning a scholarship would be much like winning 
admission, with tests counting as much or more in the outcome. In fact, 
the tests your child takes for admission would often be the ones he 
would take at the same time for scholarships. The main reason for this 
is that some $100,000,000 of the $175,000,000 annually given in scholar- 
ships is provided by the colleges themselves—and awarded to their ad- 
missions applicants who are also applying for financial aid. Another 
$40,000,000 annually is provided by companies and other private or- 
ganizations—such as unions, lodges, civic groups, American Legion 
posts and small foundations—which most often have committees of 
college admissions officers select winners in their programs. The re- 
maining $35,000,000 or more is giyen by individual states like Illinois, 
California, Rhode Island, New Jersey and especially New York (which 
gives more money for scholarships than all other states combined; New 
York’s grants to undergraduate and graduate students in 1964-1965 
total $50.5 million). These state programs also use methods for selecting 
students of high academic potential which are very similar to the 
colleges’ own methods. 

Only a few scholarships, though well-known ones, are awarded 
by special selection methods. These include the scholarship awards in 
the Westinghouse Science Talent Search; in the competition of the 
Fisher Body Craftsmen’s Guild of the Fisher Body Division of General 
Motors, in which boys submit beautifully made model auto bodies; in 
another competition involving bodily beauty, the Miss America con- 


test; and in the annual Betty Crocker “Search for the Homemaker of 
Tomorrow” of General Mills Corporation. 


Your child would be most likely to take the College Board SAT in 
trying fora scholarship award. Colleges which require the SAT are also 
the ones which give the most scholarships. The SA'T is used as well in 
some state scholarship programs, like California’s, and in about 250 
scholarship programs sponsored by corporations and other private 
groups. 

Your child would take the ACT test in trying for one of the sub- 
stantial numbers of scholarships offered by colleges using the test, by 
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some foundations and other private scholarship sponsors and by the 
Illinois State Scholarship Commission. 

And for what are probably the country’s most famous awards—the 
National Merit Scholarships—your child would take the National Merit 
Scholarship Qualifying Test, as we saw in the first chapter. 

What test scores and other qualifications would your child need 
to win a scholarship? This would depend basically on the competition 
he would have to meet for one or another kind of award. In gauging 
his chances for an award from a college, you should remember that 
colleges give their scholarships to young people whom they especially 
want as students. You might also keep in mind the facts that selective 
and highly selective colleges gencrally award the largest numbers of 
scholarships, and have more awards for boys than for girls. 

Suppose, first, that your child’s strongest point was his academic 
ability, and that he or she had won some distinction in extracurricular 
activities. Your child would then be a possible prospect for a scholar- 
ship at a selective or highly selective college if it seemed he would rank 
in the upper half of his college class—and his scholarship prospects 
Would become stronger the higher in the upper half he gave promise 
of standing. Insofar as test scores alone were concerned, he would have 
perhaps a 1-in-3 chance of winning a scholarship at a highly selective 
college if he had a SAT verbal score of 600 or higher with other quali- 
fications to match. His chances for a scholarship would rise to about 
2-in-3 if his verbal score was in the 700s and his other qualifications 
Were comparably outstanding. An SAT verbal score of about 525 or 
higher would often put your child in the running for a scholarship 
from a selective college, With his chances rising to some 2-in-3 if his 
verbal score was over some 625 or 650—again, in each instance, if he 
had other qualifications to match. 


Colleges take many other kinds of qualifications besides academic 
ability into account in making scholarship awards, however. Your child 
could, therefore, have a somewhat lower SAT verbal score than indi- 
cated above and still win a scholarship from a selective or highly se- 
lective college for other reasons. One reason might, of course, be 
Outstanding ability in an intercollegiate sport—football, most notably. 
Others could include residence in a part of the country or the world 
distant from the college, good ability in playing an unusual band or 


220 / EDUCATIONAL TESTING FOR THE MILLIONS 


orchestral instrument and unusual distinction for a teen-ager of almost 
any other conceivable kind—having a one-man art show, or starting a 
successful business, or having writings published in general magazines, 
or heading the state Boy’s Fair or winning a state or national debate 
contest. 

One set of fairly certain qualifications for getting a scholarship 
from a college may be especially encouraging to you. Scholarships go 
by tradition to the very promising and the very deserving. Your child 
would be very deserving if he or she had struggled against unusual 
handicaps to do very good work in school and to aspire to further 
education. Colleges are especially anxious to help capable students from 
families who have continued to strive for a better life despite poverty, 
social discrimination, political persecution and such natural catastrophes 
as the severe illness or death of a parent or the physical handicap of a 
child. If your child seemed capable of average or better work in a col- 
lege and were so handicapped—were poor, or a Negro, or partially 
orphaned, or a political refugee or physically handicapped—the boy or 
girl probably could get at least a substantial partial scholarship from the 
college. Other agencies might provide the remaining help needed for 


your boy or girl to g0 to college if you could not or if the child could 
not earn it. 


One particularly notable agency of this kind is the National Schol- 


arship Service and Fund for Negro Students, with offices in New York 
City. NSSFNS gives only supplementary scholarships—scholarships 
worth only several hundred dollars a year—to students who have al- 
ready been given scholarships worth as much as $2,000 a year or more 
by colleges. These Negro students—often ones from segregated high 
schools in the South—are young people who have already received the 
maximum aid from the Northern colleges they attend but whose need 
IS so great that they still could not go to these colleges without the 
modest additional aid of NSSFENS. Equally helpful to the students are 


which often enable the students to 


getting a scholarship could, of course, be 
h was Open in admissions policy although 
ata selective or highly selective college. 
ich accepts all applicants who rank in the 


top three-quarters of their high school graduating classes awards aid to 
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a few girls with SAT verbal scores in the low 250-to-300-point range 
of the SAT score scale—though the college aids no students who ranked 
in the bottom quarter of their high school classes. A third of the col- 
lege’s applicants for aid who have SAT verbal scores ranging from 350 
to 400 receive aid, as do about two-thirds or more of its aid applicants 
With verbal scores from 400 to 500. This college, incidentally, is also 
attended by a few students who have SAT scores in the high 600s and 
low 700s. The college clearly illustrates how much your child’s chances 
of Winning a scholarship would be affected by the kind of competition 
for an award he chooses to enter. 

For much of the $40,000,000 offered annually in scholarships by 


Corporations, foundations, labor unions, churches, clubs and other pri- 
vate agencies outside colleges, your child would meet less demanding 
competition than he would in trying for a scholarship at highly selec- 
tve colleges, These scholarships are often offered locally—to the chil- 
dren of a company’s employees, of a union’s members or of a county’s 
Or town’s residents—and such limitations would generally pit your child 
against others of about an average range of college ability rather than 
Ones of fairly high ability. Avon, Inc., a cosmetics manufacturer, for 
Instance, offers several community scholarships, for each of which stu- 
ents in only one or two high schools near Avon plants are eligible. In 
the program for children of Ford Motor Company employees, one in 
about every fifteen of its current applicants wins an award which can 
be worth as much as $2,000 or more a year for four years. To increase 
your child’s chances of scholarship aid, he should certainly search for 
all such privately sponsored local programs for which he or she may 
be eligible, He can do this by asking about them in his school, watching 
Or word of them in local newspapers and looking through scholarship 
directories, 

In the large National Merit Program, however, your child would 
enter a competition about as stiff as the scholarship competition typical 
of highly selective colleges. Your child would be about as likely to win 
a Merit Scholarship as he would to win a scholarship awarded to him 

rectly by Yale, Vassar or Stanford, in other words. Moreover, in the 
-crit Program, your child could be disqualified by his test scores alone 
1N the first stage of the competition, as he would not in trying for a 
College-awarded scholarship. Still, the stakes in the program are attrac- 
tive enough to encourage some 800,000 high school juniors a year to try 
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for one of the 1,600 or more new Merit Scholarships offered annually. 
The 1,600 awards can each range up to $1,500 or more a year, and in 
all total more than $6 million for the four college years. These awards 
were made possible by grants from the Ford Foundation totaling $34.5 
million and by the additional support of some 220 corporations, unions, 
other private agencies and forty or more colleges and universities which 
provide Sponsored Merit Scholarships. Like the recipients of National 
Merit Scholarships awarded out of NMSC’s own funds, winners of all 
sponsored Merit Scholarships are selected from the finalist group in the 
competition. Most of the sponsored awards go to finalists who meet 
additional criteria, such as place of residence, choice of field of study 
or career, plans to attend a particular college, or relation to an employee 
or member of a sponsoring organization. 

Your child’s first hurdle in the National Merit Program would be 
the National Merit Scholarship Qualifying Test, which would be given 
him on a set day in March of his high school junior year. He would be 
considered further in the program only if he were among the few 
students in his state who earned a very high NMSQT score—a score 
which placed him among less than 1 per cent of the highest-scoring 
students in his state, and thereby qualified him as a Merit semi-finalist. 


Scores on this level would be roughly on the order of SAT scores in 
the 700s. 


Your child might be likely to score at such a level if he or she had 
previously scored above the 90th or 95th percentile nationally on other 
standardized tests of ability in high school. How he had done earlier 
on the Iowa Tests of Educational Development should provide a par- 
ticularly close parallel, for the NMSQT embodies questions similar in 
Construction to those of the widely used ITED. 

Chance would be the largest factor in deciding whether your child 
qualified as a Merit semi-finalist if he had consistently stood among the 
top 5 per cent or 10 per cent on ability tests amon 
state. As we have seen, how well a boy 
rather widely from one testing to another. For example, according to 
the College Board, there would need to be a difference in the SAT 
scores of two students amounting to some 60 points before you could 
say with reasonable assurance that there is likely to be an actual differ- 
ence in college ability between the two students. But the Merit Program 
necessarily sets specific cut-off scores for each state by ranking the 


g students in his 
oy or girl does on tests varies 
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students according to test scores and running down the state list until 
the state’s complement of semi-finalists is filled. Each state’s semi-finalist 
complement is a uniform small percentage (under 1 per cent) of the 
state’s high school graduates. As an example of the state cut-off score, 
students who happened to get a “qualifying score” of 142 or higher in 
Michigan on the March 1962 NMSQT became semi-finalists; those 
scoring 141 or lower did not, even though the 1-point score difference 
has no reliable significance whatever. Qualifying scores for the states 
that year ranged from 135 to 149. 

John M. Stalnaker, president of the National Merit Scholarship 
Corporation, clearly recognizes the major part played by chance in 
qualifying as a semi-finalist. It is natural that he should, for Dr. Stal- 
naker is a measurement psychologist who worked with Carl C. Brigham 
In creating the College Board SAT in the 1930s. Dr. Stalnaker recently 
commented on the chance effects of NMSQT testing by remarking, 
“The people just below our cut-off point may be better than the people 
Just above. All we can say is that on a certain day we ran a race.” 

Even if your child had run fast enough to become a semi-finalist, 
he would still have only about one chance in cight of eventually win- 
ning a Merit award. Winning one would again be much like winning 
a scholarship at a highly selective college. For, in further competition 
he would take the SAT to “confirm” his high NMSQT scores and be 
considered on the basis of his high school record and recommendations 
by a Merit selection committee of college admission and school guid- 
ance officers. About 97 per cent of the 14,000 or more semi-finalists a 
year have consistently qualified as finalists. Merit considers all finalists 
It selects as fully qualified for scholarships, but has funds to give awards 
to only some 1,600 of them. In a variety of ways, the program helps the 
others—plus its “commended” students, who are the 37,000 who scored 
highest nationally on the NMSQT after the semi-finalists—to get schol- 
arships from other sources. 

Your child’s basic time schedule in the Merit Program, should he 
win, would be: NMSQT testing in Narch of his high school junior 
year, semi-finalist notification in September of his senior year, and 
award notification in April of his senior year. 

Competition for scholarships offered in state programs is generally 
less demanding than in the Merit Program. The overall odds in the 
Merit Program from testing to winning would be several hundred to 
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one against vour child. But the 1,280 tuition scholarships offered annu- 
ally in the California state program represent one award for about 
every 150 high school graduates. New York State offers more than 
16,000 Regents College Scholarships a year worth as much as $700 a 
year—enough awards for 1 in about every 10 graduating high school 
seniors. In addition, more than 135,000 “scholar incentive awards” 
worth as much as $300 a year are offered by New York State to under- 
graduates who meet the sole requirement of maintaining good academic 
standing at colleges in the state. The Illinois program makes more than 
1,500 awards worth as much as $600 or more a year—about one award 
for every twenty students applying. In most state programs awards can 
be used only at colleges in the state. 

For a California state scholarship your child would be required to 
take the College Board SAT. For a New York Regents scholarship he 
would take the six-hour Regents Scholarship Examination in his high 
school, and he would qualify or not for an award solely on the basis 
of his scores on the test. The examination includes objective tests of 
scholastic aptitude and achievement in school subjects, plus a short 
written composition in which your child would have to show minimum 
competence to win an award no matter how well he might do on the 
multiple-choice questions. The exam serves also as the admissions test 
for the forty-five or more colleges of the State University of New 
York, which are located throughout the state rather than on a central 
campus. For the Illinois state scholarships the ACT test is required, and 
winners are chosen on the basis of their ACT scores and their high 
school class rank combined, 

One last key factor in your child’s chances of winning scholarship 
money has nothing to do with his ability, tested or not. This is financial 
need. If your family did not need scholarship aid to send your child to 
his chosen college, he would almost invariably receive no money or 
only a minimum amount, ranging from about $100 to $250 a year, 
should he win an award. Scholarships are awarded on the basis of abil- 
ity, but in almost all programs today the amount of money given is 
adjusted according to financial need. If a winner’s family has no need, 
his scholarship is often an “honorary” one carrying the minimum cash 
award or no money at all. j 

State programs would often estimate your need on the basis of 
your state income tax payments. Colleges and most private scholarship 


ee 
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program sponsors would estimate need by having you fill out a form 
giving a detailed picture of your financial situation. Your statement 
would be held in complete confidence, and from it an estimate would 
be made of how much you could afford to spend toward your child’s 
college education (plus what your child should be &ble to earn in the 
four summers before each college year). This sum would be compared 
with your child’s expected costs at his college, and financial aid would 
be offered to make up part or all of the difference if your child had 
qualified for aid by ability. The aid might often be in the combined 
form of a scholarship, a low-interest loan and a part-time campus job 
for your child if he won aid from a college. All sums would be com- 
puted on an annual basis in adjusting an award according to need, with 
the aid usually subject to renewal for four years and the annual amount 
subject to revision up or down should your family financial circum- 
Stances change substantially. ; 
You should not assume automatically that your child might not 
receive scholarship aid of a worth-while amount simply because your 
amily’s income seemed fairly high to you. The most widely used meth- 
ods for estimating need take many elements besides income into ac- 
count. (These are the systems, incidentally, of the College Scholarship 
ervice of the College Board, in which more than 500 colleges partici- 
ae = of the National Merit Scholarship Program.) At some col- 
» more than one-fourth of the applicants for aid whose families 
ave incomes of $13,000 or more a year are offered aid by the college. 
EN ag your child might not evidence enough ability to win a 
» athe hip, the boy or girl should by no means give up plans for going 
donee Se. As noted earlier, loan and job aid available for college stu- 
night en ad by some $100,000,000 a year. In addition, 
spend i Ys co-operative work-study programs, in which students 
colle a ea terms on a job and in college, and low-cost or free 
peo S S also open many opportunities for higher education for young 
Pie of modest means—and determination. 


Y er 
Our Child’s Personality Would Affect His Admissions Chances— 
But Not as Appraised by a Personality Inventory 


m As we saw in looking at how colleges would use your child’s ad- 
S ; ae ae a 
per tons test scores, his admissions chances would depend in part on his 
Sonali : : 
Onality and interests. However, as you may have noticed, colleges 
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use methods of long standing in these elusive matters. Almost no colleges 
your child could enter from high school now require psychological 
inventories of personal qualities or vocational interests for its applicants 
in order to use the results routinely in deciding to accept or reject your 
child. Instead, colleges depend on what your child has done, on what 
he writes in his application, on what others (chiefly in his high school) 
write about him and, perhaps, on how he acts in an interview, to indi- 
cate what kind of a person he is. f . 

Colleges do not use psychological inventories with applicants like 
your child because they know a lot about these instruments, rather than 
a little. Almost all the authors of inventories have been college profes- 
sors, and students have served as the guinea pigs in much of the research 
on which the instruments are based. Literally hundreds of studies have 
been made to see if such inventories or other systematic means of as- 
sessing personal qualities could help in admissions. None has yet made 
a convincing case. 

Speaking for a membership which includes more than 500 colleges, 
the College Board recently issued another statement to explain why 
personality inventories should not be used in admitting young people 
to college—at least as things now stand. 

Its first point holds that your child and his school could not tell 
clearly what the college was after from a personality inventory—that is, 
what personal qualities the college considered desirable in students and 
gave preference to in admissions. Even the college might have trouble 
deciding. Does the college want students who are highly original or 
highly diligent? Aggressive or unselfish? Active or reflective? Versatile 
or penetrating? Any test or statement required for admission is taken 
“as a highly significant communication of college policy and values by 
schools, students and parents,” the statement declares. But at present, 


admissions officers themselves “may find measures of personality espe- 
cially difficult to understand and explain.” 


The statement’s second point holds that a re 
ventory would put your child in an acute 
these inventories would depend on hav 
really feels when he is asked, for exam 
worker, or whether he would prefer 
steak dinner. Almost any conceiva 
him to lie in putting forward w 


quired personality in- 
ethical bind. As you recall, 
ing your child answer what he 
ple, if his friends think he is a hard 
a concert of chamber music to a 
ble questions might strongly tempt 
hat he thinks to be his best foot. More- 
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Over, an inventory that probed deep into his psychic nature might place 
information about him that is properly personal and private into the 
college’s hands. 

The statement’s third point holds that inventories are vulnerable 
to faking and coaching. Aside from the problems of faking—which pose 
functional as well as ethical difficulties—coaching could strike at a fatal 
Weakness in the use of inventories in admissions as the instruments can 
now be made. Practically equivalent forms of ability tests—tests of apti- 
tude and achievement—can be produced readily and indefinitely; sev- 
cral new forms of the Board’s SAT are made a year, and have been 
for many years. But equivalent forms of personality inventories are 
almost unheard of. As a result, if the single form of any present inven- 
tories were put into use for admissions, students and commercial 
Coaches would eventually capture the key that insures admission, and 
the instrument would be not only worthless, but misleading. i 
Colleges nevertheless need to know more about the personal quali- 
of students than they do now. When their predictions of the aca- 
demic performance of individual students prove wrong—when the boy 
Predicted to make an A average flunks out, or the girl who was barely 
xpected to scrape through catches hold and earns Bs—the reasons can 
almost always be traced to factors in personal development which 
Went undetected before the young people entered college. The Col- 
lege Board has accordingly spent many thousands of dollars to support 
Promising lines of research in personality measurement and the ways 


7 Which Colleges influence young people personally rather than intel- 
lectually, J g 


ties 


As the Board’s statement observes, colleges faced with a large 
Excess of well-qualified applicants “are increasingly concerned with 
Measuring characteristics of applicants that will help identify those who 
Will be Most productive as adults, or who will find the particular col- 
lege’s environment most congenial and stimulating.” Recently, it notes, 

à number of independent efforts have each carried research in per- 
sonality measurement to the point of development of instruments that 
Sive promise of providing a base from which effective practical pro- 
Brams eventually may come.” i 
hese developments underlie a prophecy of personality assessment 
may be used with your child by the time he applies for college. 
atement closes: ` 


Which 
The st 
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Everyone concerned with the future development of college admissions 
procedures should be aware that these new and very complicated tests 
may become a part of advisement, if not of selection, within a few years. 


Your Child Could Earn College Credit Through Tests 


Course credit is what you would buy in paying your child’s col- 
lege tuition—that is, if he passed the courses for which you paid when 
he registered after admission. The bachelor’s degree so much sought 
after today usually represents 120 points (or “semester-hours”) of 
credit—at a tuition charge approaching $60 a point in the country’s 
most expensive colleges (or $1,800 for a year’s 30 points, $7,200 for the 
full 120 points). Moreover, your child’s living expenses and lost earn- 
ings would amount to at least several thousand dollars each year that 
he is in college. 

From a financial viewpoint alone, then, it is of some moment that 
your child can earn college credit through tests today. At some col- 
leges—among them, Harvard, Columbia, Princeton, Cornell, Michigan, 
Michigan State, Stanford and California at Berkeley—your child could 
enter with as much as a year’s credit for which he had qualified on 
tests. Earning college credit on tests would be still more important to 
your child for educational reasons, as we shall see. 

Your child could earn credit by tests at the colleges above, and 
several hundred more throughout the country, under the Advanced 
Placement Program of the College Board. Two other large-scale sys- 
tems under which he might do so are now being developed—the College 


Proficiency Examination Program of New York State and the Compre- 
hensive College Tests Program of ETS. 


It would be possible but unlikely for your child to earn college 


credit by tests through the Advanced Placement Program unless his 
high school were one of the 1,700 or more which give Advanced Place- 
ment courses. These courses cover essentially the material dealt with on 
the Advanced Placement Examinations of the College Board. The 
dozen present examinations are in the subject areas of English, history, 
foreign languages, the sciences and mathematics. “Essay” questions— 
ones to which your child would give written answers—predominate on 
the exams, though some include multiple-choice questions typical of 
standardized tests. The exams are not standardized; standardized tests 
would undoubtedly function as well in telling what the students have 
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learned, but the results of standardized tests would not be as readily 
acceptable to professors who use essay exams for such courses them- 
selves and who must approve giving credit for performance on Ad- 
vanced Placement Examinations. 

Your child would have to be academically “able and ambitious,” 
in the words of the program’s first director, Charles R. Keller, in order 
to finish his regular high school studies early and start as a senior in 
Advanced Placement courses. During a week in mid-May of his senior 
year he would take any of the three-hour exams for which he felt pre- 
pared; if he earned a mark of 3 or better (as awarded by teachers 
serving as “readers,” on a scale with a low of 1 and a high of 5), his 
college might give him credit exactly as if he had taken the course in 
college. Some colleges may not give credit, but instead give him only 
“advanced placement,” waiving introductory courses in those subjects. 

The educational advantages of Advanced Placement studies for 
your child are that he need not waste his time and energies in either 
high school or college on courses too easy for him, and that he can go 
further in his education with less time out of his young life. Each year, 
incidentally, a few of the 22,000 or more students taking Advanced 
Placement exams had prepared for them by studying on their own or 
under the informal tutoring of individual teachers. As you might ex- 
pect, doing Advanced Placement work as a high school senior would 
increase your child’s chances of admission and scholarship aid at most 
colleges, although his marks on the exams would not reach selective or 
highly selective colleges until practically all of their admissions and 
Scholarship decisions had been made. 

Should your child take New York State’s College Proficiency Ex- 
aminations for college credit in coming years, he would be more likely 
to do so as an adult or in college rather than in high school. “Soon it will 
be generally accepted that there can no longer be any fixed terminal 
Point to education,” James E. Allen, Jr., state commissioner of education, 
said in the fall of 1963, when the program was launched. “People will 
need access to opportunities throughout their lives. Some of these op- 
Portunities will be provided in the traditional manner, but with the 
demands on our formal system of education already greater than can 
be effectively met, much of this education will have to be done by 
new means.” The program opened with seventeen three-hour exams, 
including six from the Advanced Placement Program. Its examinations 
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can be used to meet teacher-licensing requirements. More than 140 
colleges in the state have agreed in principle to grant credit for satis- 
factory exam performance. Credit is granted only by colleges, some of 
which will give up to half of the credits required toward a degree by 
examination. Your child might take these very useful examinations, 
then, to accelerate his progress through college, to continue college 
work whenever he cannot continue attending on campus (as with a boy 
who enters the armed forces, or a girl who marries and starts having a 
family), or to start college later in life if he had gone to a job right from 
high school. 

Your child might encounter the Comprehensive College Tests 
being developed by ETS in trying to obtain credit for work in the first 
two college years, which the tests are designed to cover. These CCTs 
are standardized, multiple-choice tests, though optional essay examina- 
tions are being provided in some subjects. Some colleges have shown 
interest in having such exams with which to give credit for studying 
done either in college, through correspondence courses, with television 
or on one’s own. The first tests in this extensive series were issued in 
the spring of 1964, and colleges have been waiting to get experience 


with the tests before making arrangements for granting credit through 
them. 


How to Keep Your Head as Your Child Nears College 


You are now ina good position to judge for yourself how fair or 
unfair the main admissions and scholarship tests of today would be for 
your child. Some writers in recent years have tried to stir parents to 
panic or outrage, or both, about these tests. It has been tempting for 
them to do so, for cries of alarm and charges of scandal attract readers, 
and these tests bear on pretty deep concerns for us all—how well our 
children may be prepared for their lives. But the plain, true story, 
though important, is not really alarming. It tells how reasoned and 
humane practices have developed in colleges and schools through long 
years of trial and experiment, and shows why many shortcomings re- 
quire further improvement in these practices in the future. Only the 
main essentials of the present situation and solutions have been touched 
on here. But enough information has been given, hopefully, so that you 


will not fall prey to the panic which grips many parents today as their 
children approach college. i i 
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You need not succumb to panic or anger as long as you know the 
facts, keep a level head and consider your child’s future with his or her 
best interests at heart. The main things to remember are: 

1. Your child has an enormous range of college opportunities 
from which to choose. It is a range unparalleled in practically any other 
country, with the possible exception of the Soviet Union—and there, 
your child would go to college and study as the government permitted 
rather than as he might want. Admissions tests open the whole vast 
range of American college opportunity to your child, and free him to 
go to almost any college for which he can qualify—and qualify mainly 
on the basis of his demonstrated ability and individual attainments, 
without regard to his creed, color or social class. At the same time, if 
his abilities seem modest, he can still get higher education to fit him for 
a satisfying life and a career in which he can stand on his own feet. Or, 
also with apparently modest ability, he still has many chances to try 
his wings in programs which demand rather high ability. 

2. Admissions and scholarship tests function fairly well as indi- 
cators of aptitude or general ability at college studies. One of the main 
advantages of the aptitude tests predominant among admissions tests is 
that they give a child from a high school unknown to the college a 
chance to qualify. Another advantage is that they give bright children 
who have had a weak, spotty or unorthodox high school education a 
chance to qualify. i 

3. There are many things which admissions and scholarship tests 
do not do and for which they are still roundly criticized, such as: 

A. The tests do not directly examine students on their writing 
ability. This galls some college professors, for whom written examina- 
tions are largely a sacred cow—or bull, in the college students’ term for 
much of their own exam writing. These professors remain ignorant of 
the evidence about written and standardized examinations as predictors 
of academic performance in college because they ignore the evidence. 

As an example of this evidence, a former English professor at Yale 
who is now a College Board vice president, Edward S. Noyes, sum- 
marized a study last year as follows: The study “has proved conclu- 
Sively that indirect measurement of writing ability by means of objec- 
tive items has high validity,” Dr. Noyes said. “It has proved that, on a 
small scale at least, a combination of direct and indirect measurement 
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[with direct measurement being careful marking of written i 
slightly increases that validity.” The question to decide, he one ed, 
is “whether slightly better measurement and possibly greater influence 
on the amount of writing done in secondary schools outweigh the in- 


crease in cost that would inevitably result from adding essay to objec- 
tive questions.” 


B. The tests do not have enough sensitivity to measure differences 
of ability which are slight compared with the whole scholastic od 
The tests are only our best present tools for identifying groups 0 
students at various broad levels of ability: very able, more able than 
average, normally able and the like. They cannot tell, for example, 
which students among the very able will really catch fire in college lit- 


erature courses, and which others will become great political science 
majors, 


C. The tests do not 
individuals. In fact, they 
plishment for rather smal 


yield fairly accurate measurements for all 
are far off as predictors of academic accom- 
| percentages of individual young people—but 
there is no sure way of telling for which individuals the test scores are 
far off. They are, therefore, ultimately and absolutely uncertain indi- 
cators for any particular individual. , 

D. The tests do not, of course, give any indication of originality 


or creativity. They may even penalize originality in bright students 
who are both original and inclined to kick up their heels on tests. 
E. The tests do not in 


dicate degrees of other important personal 
qualities, like motivation, honesty, integrity and sense of social respon- 
sibility. 


4. Your child is play. 
ship—long for some, short 
will figure largely in the o 
by test scores alo 


ing the odds in competing for any scholar- 
for others, depending on the source. Chance 
utcome in programs that select at any point 
ne—as in the National Merit Program or the New 
York State Re - However, in picking those 
who score highest on a test, a scholarship program picks the group of 
ikely to get high marks in college so far as can now be 
other single index which can 
n high school class) will be both as fair 


and as accurate a predictor of grade-getting for the group as a whole 
as standardized test scores, 
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5. Children suffering from poverty or discrimination, or both, 
seem to earn lower scores on the tests than their later college work 
indicates they should. In analyzing the college work of 509 Negro 
scholarship students, for example, Kenneth B. Clark, a psychology 
professor at the City University of New York, recently said that SAT 
scores “and those from similar examinations, cannot be used as a basis 
for predicting the academic success of the Negro students in this 
sample—or probably Negro students in general—in the same way that 
they are used to predict college success for more privileged white 
students.” There are “many intangibles—including motivational ones— 
Which influence academic persistence and success of Negro students,” 
he said. Dr. Clark’s report strengthens the hand of the many admissions 
Officers at selective and highly selective colleges who have long admit- 
ted Negroes if they seemed possibly capable of passing or better work, 
and who still could not find as many Negroes as they would like to 
enroll. 


6. Selective admission on the part of a college always keeps out 
some students who would have done well in the college. Because of 
this your child should feel that it is no reflection on his ability at all 
if he should happen to be rejected by a selective or highly selective 
college. 


Expectancy tables like those at the beginning of this chapter show 
that a few students for whom very low college marks are likely (on the 
basis of tests and high school marks) do get higher marks in college. 
But selective colleges find it necessary to accept students with higher 
test scores and school marks, because more of them are likely to get 
higher marks in college (and actually do get higher marks). ; 

Still, it is very important to the country—and it may be very im- 
portant to your child—that we continue to have enough good colleges, 
like some of our leading state universities, that accept any high school 
graduate who wants to try college. The University of Kansas has been 
especially effective in driving this point home. Earlier this year Chan- 
cellor W, Clarks Wescoe of Kansas stated some important truisms 
about tests and class rank in observing that, “Top-ranking high school 
graduates have scored at the bottom of the university’s placement tests, 
and low-ranking graduates have scored high in the tests. Top-ranking 
Students have flunked out, and students ranking near the bottom in 
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high school have earned degrees and honors.” He added, “Lhe a 
premise in the statements about selective admission is that there is or 
effective way of determining upon admission those students who will 
succeed and those who will fail. Every study indicates this is not true. 
As we have seen, Chancellor Wescoe is perfectly right, with respect to 
individual students. ; 

Moreover, in the mid-1950s Dean George B. Smith of the Univer- 
sity of Kansas reported that about one-eighth of the students in each of 
five graduating classes, some 1,100 students, had scored below the 50th 
percentile on two placement tests—one a verbal and mathematical apti- 
tude test much like the SAT, and the other an English achievement test. 
Had these students been rejected on the basis of their test scores, Dean 
Smith said, “The loss to the state and nation would have been 202 
teachers, 176 engineers, 22 journalists, 32 lawyers, 25 doctors, 43 phar- 
macists and 482 graduates of the College of Liberal Arts and Sciences 
and the School of Business who majored in areas where the supply of 
trained manpower is in equally short supply.” 

Losses on this order would surely result if the colleges in any one 
state or even urban area all became selective in admission—and we can- 
not tolerate such losses either for the sake of our 
welfare. As citizens and parents, we must provide enough college places 
open to all high school graduates who want to try college studies— 


despite the fact that many weaker students will find that they cannot 
do passing work. 


You should realize, thou 


children or our general 


gh, that keeping open admission in some 
colleges does not discredit the justice and value of selective admission 
using tests and other evidence in other colleges. Dean Smith did not also 
point out in his report that if the students who had scored above the 
50th percentile on the two tests had been rejected, the loss to the state 
and nation would have been eight times as great. 


If you were at a selective college and could admit only half of 
your qualified applicants, what would you do in fairness to your appli- 
cants, your college and your country? 


Chapter 7 


Test Hurdles for 


the Professions, for Jobs 
and in the Armed Forces 


Aside from the tests we have looked at so far, your child is likely to 
meet many others which could also affect the course of his life—in 
training or licensing for a profession beyond college, after his educa- 
tion, in getting jobs and in the armed forces. A few of these other 
standardized test series are used on as large a scale as some of the giant 
series in American education. However, many tests taken by tens of 
thousands of people a year, rather than some tests taken annually by 
half-millions and millions, are used in these areas. This chapter briefly 
sketches the use of these other tests and the heated controversy sur- 
rounding the personality inventories sometimes given with them, to 
round out your acquaintance with major test hurdles your child will 
probably find in his path. 


Tests on Your Child’s Way Into a Profession 


Your son or daughter would be very likely to meet standardized 
tests in qualifying for a profession, especially in qualifying for a profes- 
sional school after college. Here are the main professional school en- 
trance tests used today, and how widely each is used: 

Medical College Admission Test. All schools awarding the Doctor of 
Medicine degree in the U.S. and about a third of those in Canada re- 
quire this four-part test, given in a “secure” testing program at centers 
throughout the U.S., Canada and Europe by The Psychological Cor- 
Poration, The test examines students on verbal ability, quantitative 
ability, general information and science. “Tt is used largely as a screen- 
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ing instrument,” according to Wimburn L. Wallace, director of ana 
Psychological Corporation’s professional examinations division, m = 
than primarily to predict whether an applicant will be a good stuc i 
or a great student.” Harvard’s medical school, he notes, has ten — 
as many applicants as first-year openings, enough to make up severa 
classes which would be academically successful. It and similarly sought- 
after medical schools use the test to help judge between applicants in 
a general way on a uniform standard. 


Law School Admission Test. This day-long test given by Educational 
Testing Service at centers throughout the U.S. is “now practically uni- 
versal” in use, according to an ETS spokesman, being required by 95 
of some 120 “recognized” American law schools. The questions on the 
part-tests given in the morning are designed to measure “capacity to 
read, to understand, and to reason logically with a variety of verbal, 
quantitative, and symbolic materials.” The two afternoon part-tests 
examine students on their “writing ability” and their “general back- 
ground” with multiple-choice questions. Scores on this test have been 
found to be a more valid predictor of marks in law studies than the 
average of undergraduate marks, for at least some law schools. For 
example, in one study of the performance of 4,138 students in twenty- 
five law schools, the correlation between standing on the basis of under- 
graduate marks and standing on first-year law school marks was .36. 
However, the correlation between standing on the LSAT and first- 
year law marks was .45. The best-weighted combination of LSAT 
scores and average of undergraduate marks gave a correlation with 
average of first-year law school marks of .54, The corresponding ex- 
pectancy table for the .54 correlation is: 


If a student's standing on 
weighted combination of 
LSAT scores and under- 
graduate marks is: 


Then the chances in 100 that he will stand as 
indicated below according to his average first- 
year law school marks are as follows: 


Bottom 20% Middle 60% Top 20% 


Top 20 per cent 4 50 46 
Middle 60 per cent 17 66 17 
Bottom 20 per cent 46 50 4 


Henry Chauncey, president of ETS, accordingly comments with 


— 
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some satisfaction, “It’s amazing that you can have an index based on 
only a few hours of testing which works better than four years of 
work on all kinds of courses in a college.” 

Graduate Record Examinations. Over 80,000 students a year take this 
extensive examination series in applying for admission as candidates for 
master’s and doctorate degrees after finishing college. An additional 
135,000 or more students enrolled in more than 700 colleges and uni- 
versities are given GRE tests annually by their institutions for a variety 
of purposes, including graduate student admission. ETS offers the GRE 
tests. The series consists of a two-and-a-half hour morning test of verbal 
and quantitative aptitude, and over twenty three-hour afternoon achieve- 
Ment tests in as many college majors—including French and Spanish; 
individual sciences like biology, math and psychology; social sciences 
such as economics, government, history and sociology; and education, 
engineering, literature, philosophy and physical education. GRE tests 
are required for the National Science Foundation Fellowships—3,000 of 
which were offered for 1963-1964—and for many other fellowships 
offered by universities and corporations. 

Miller Analogies Test. This “difficult test of information and verbal 
reasoning ability” is also “in widespread use” as a graduate student ad- 
Missions requirement, according to its publisher, The Psychological 
Cor poration. The fifty-minute test is protected with a degree of secrecy 
unusual even in secure testing programs; more than 400 centers in Eng- 
land, Canada and Australia as well as this country are “licensed” under 
Stringent regulations to give it. All scores on the test are recorded at 
P sych Corp, and registrants who want to take it a second time must 
Sve a reason for wanting the re-test. With the Miller Analogies, centers 
give three comparably difficult exams—the Doppelt Mathematical Rea- 
soning Test, the Minnesota Engineering Analogies Test and the Ad- 
vanced Personnel Test. The latter, also a verbal reasoning ability test, 
is for “employment and upgrading of management and research per- 
sonnel,” and is part of the program because these tests are used in 
employee selection as well as graduate student admissions. 


Admission Test for Graduate Study in Business. Some two-thirds of 
all students entering graduate business programs in the U.S. take this 
test, It is made and given by ETS. The test is a special three-and-a- 
half hour examination yielding verbal, quantitative and total scores. 
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Validity studies have indicated that “in general, the scores are some- 
what better than undergraduate grade average for predicting average 
grades in the first year of graduate study,” ETS states. 

Other Professional School Entrance Tests. Other standardized tests re- 
quired for entrance by at least some of the professional schools or pro- 
grams in the respective fields include the Veterinary Aptitude Tests, 
Entrance Examination for Schools of Nursing, Practical Nurse Tests 
and Dental Hygiene Aptitude Tests, all made by The Psychological 
Corporation. In addition, the American Dental Association and the 
National League for Nursing are among a number of professional or 
professional school associations which have developed standardized en- 
trance tests for their schools with the help of consulting or staff psy- 
chologists. 

Entrance testing for professional education on the graduate level 
has spread widely in recent years and is continuing to expand. President 
Chauncey of ETS observes that each of these programs that it serves 
“is growing very rapidly.” 

For Professional Certification—Medical Boards and Others. Your child 
would also be quite likely to take standardized tests for professional 
certification, for standardized tests are steadily replacing the older essay 
and oral certifying examinations. For example, the extensive examina- 
tions of the National Board of Medical Examiners, which most states 
accept in officially approving physicians to ‘treat people, were con- 
verted from essay to multiple-choice form with the help of ETS a 
decade ago. So highly respected have the standardized tests become that 
John T. Hubbard of the National Board recently stated: 


Following the change to multiple-choice testing, and as the reliability, 


validity and impartiality of these examinations gained recognition, med- 
ical school faculties began to see in these examinations a means of 
measuring their students class by class and subject by subject, and com- 
paring the performance of their students in considerable detail with the 
performance of other medical school classes across the country. Thus, 
these examinations have come to be widely used as extramural evalua- 
tions of medical education throughout the United States. 


Among other standardized tests which your child might take for 
professional certification are: ones for graduate nurses, dental assistants 
or neurologists and psychiatrists, prepared with the help of The Psy- 
chological Corporation; or the National Teacher Examinations, the 
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Modern Language Association Foreign Language Proficiency Tests for 
Teachers or parts of the certifying examinations required for chartered 
life underwriters, architects, surgeons, obstetricians, gynecologists or 
anesthesiologists prepared with the help of ETS. i 


Ability Testing for Jobs Faced by Your Child 


, For Jobs With Companies. Should your son or daughter look for a 
job through any of the state employment service offices in the country, 
he or she would probably take one of America’s very widely used test 
series—the General Aptitude Test Battery, or GATB (pronounced 
Gat-Bee”), developed by the U.S. Employment Service. More than 
one million persons a year take the GATB, including a number of high 
school juniors and seniors who are given the test in vocational guidance. 
Versions have also been made for try-outs or use in twenty-seven or 
more foreign countries. ` 
As an aptitude battery the GATB is similar to the Differential 
Aptitude Tests of The Psychological Corporation, and to the rather 
Widely used Army Classification Battery to be described shortly. The 
GATB includes a kind of general intelligence test, tests of verbal and 
numerical aptitude, a test of spatial perception aptitude, aptitude tests 
of “form perception” (with problems like matching jig-saw puzzle 
Pie hey and “clerical perception” (recognizing identical names and ad- 
Ana lists, and marking discrepancies in style and spelling between 
folate identical pairs) and three tests of motor skills.” These a 
om — tests of making pencil marks, moving pegs from Koi i 
and wash tag another and back and assembling and putting back ila 
than ths ers using both hands. Most tests in the GATB are far abana 
ea telin in the Differential Aptitude Tests and hence give somew at 
able scores; the GATB is given ın two and one-quarter hours. 
in = of GATB scores typical of at least small groups of persons 
employm, many different occupations have been compiled, and D 
ör Dilek bc services would use these to advise your child aout wW o k 
Score h he seems suited and to recommend him for jobs. For examp e; 
patterns have been assembled for groups 1 such white-collar 


Occupati . ; 
Pations as dentist, engineer, draftsman and tabulating machine 


Operator ò 5 : mer 
Perator, as well as groups in blue-collar occupations like machinist, 


radio i 
ator be mounter, upholsterer, poultry laborer and drill-press oper- 
* Uccupational score patterns and other data on the GATB have 
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not been distributed outside the employment service offices. Asa sabe 
if your child had taken the GATB in school, counselors in the sc ie 
would not have the information needed to advise your child on the 
meaning of his scores. : i PNS 
In going directly to companies for jobs your son or daught 
would most often take tests of general verbal and numerical abilities, 
and tests of proficiency—if he or she was tested at all. People applying 
for jobs as salaried office workers or in retail sales with large companies 
are most often given tests. Most large companies—among them, ne 
inghouse, IBM, Sears Roebuck, Standard Oil of New Jersey, U.S. Ru - 
ber and Lever Brothers Soap—give ability tests. Members of labor unions 


are seldom tested by employers, however, because the unions often 
control job qualifications within their spheres. 


Young man works on the Bennett Hand Tool Dexterity Test of The 
Psychological Corporation, a test of manual ability sometimes given 


applicants for jobs as home fixtures service men. 


repair men and 
(Reproduced courtesy ical Corporation.) 


of The Psycholog; 
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Typically, your son or daughter would be given intelligence or 
general mental abilities tests much like those used in school, but usually 
far shorter and, hence, more likely to yield inaccurate results. These 
might include the Psychological Tests for Industry of The Psychologi- 
cal Corporation (three tests taking five, fifteen and twenty minutes 
cach), the twenty-five-minute Thurstone Test of Mental Alertness of 
SRA or the older twelve-minute (or untimed) Wonderlic Personnel 
Teost, Verbal ability subtests of longer batteries would often briefly 
“xamiñe vocabulary, spelling and grammatical correctness, while nu- 
anga ability subtests would often cover simple arithmetic operations 
ene sometimes puzzles or word problems in numerical reasoning as well. 
eee might frequently encounter these as parts of clerical apn 
ia Pee which further sections would test speed and Scent) E 
Vi abetizing, recognizing code numbers or letters and catching errors. 
Me used clerical batteries include the Short Employment Tests 

General Clerical Tests of Psych Corp, the SRA Short Tests of 
Shen oe we he — ee tole 
tests of stenc miner of typing and dictati Aoh Bis es 
tion jobs hi eee proficiency. For repair ye ma ; m I pat 
tests of es u might take speed tests o Laara -o dara 
cal ne Hand To r p Me erie: Fars Fentoal aba tests of mechani- 
Cal teasoning Ds PEREC minh or teg a J ; es see 
Spatial reS ability are often given, as are tests of a kha 
Dlechania Ons in two or three dimensions (among ene the = 4 
orm B eal Comprehension of Psych Corp and the y innesota D 
More oard), Your son might be given tests of knowledge in oi 
Skilled trades, like electrician, machinist, carpenter and auto or 
'Y Mechanic (such as a popular omnibus one, the Purdue Me- 
Adaptability Test). Engineering applicants also often take the 
Site Minnesota Engineering Analogies TR o “te 
your elt ge Corporation. Less often, a compar. w ou ee al 
interests or daughter an inventory of personal qua ities or 

—a very dubious practice for the firm, as we shall see. i 
che ernment Jobs. Were your child trying for a civil emib 
a teste big take the Federal Service Entrance alta = er 
than uch like the College Board’s SAT. The FSEE is p on y T 
through (P00 people a year, and more than 10,000 were hire l: : 
1t, for example. There are, of course, hundreds of other tests 
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for federal, state and local government jobs. Most of these are not 
standardized, though many are written in multiple-choice form. Many 
are of poor technical quality, psychological test experts believe, though 
the rather plentiful information available on what they cover should 
give your child‘a good chance to do well on them if he gets the infor- 
mation and studies it. 


Tests for Everyone Going Into the Armed Forces. On enlisting or being 
drafted into the Army, Navy, Air Force or Marine Corps your son 
would take the Armed Forces Qualification Test or AFQT, which 
measures verbal and mathematical abilities and perception of spatial 
relations. Some 18 per cent of the men currently called up in the draft 
are rejected because they do not score high enough on this test (and 
similar supplementary ones) to indicate sufficient “trainability” for 
service. These tests are the ones on which Cassius Clay, world’s heavy- 
weight boxing champion, was disqualified from the Army in a cele- 
brated incident in the spring of 1964. As in Mr. Clay’s case, inquiries 
can be made to protect against deliberately low scores. Your daughter 
would take the similar Armed Forces Women’s Selection Test in apply- 
ing for the armed services—and would have to score higher than the 
50th percentile on the AFWST to be accepted for enlistment. Some 
three million Americans are in service now, and these two tests are 
taken by several hundred thousand new recruits a year. 

All new Army enlisted men also take a set of some eleven tests 
called the Army Classification Battery or ACB so that they may be 
assigned to duty according to an “aptitude areas” system. The eleven 
tests include ones of verbal ability, arithmetic reasoning, pattern analy- 
sis, mechanical aptitude, clerical speed, radio code aptitude, general in- 
formation, shop mechanics and automotive or clectronics information. 
Your son would be assigned within an aptitude area of Army service on 
the basis of his physical condition and prior experience as well as his 
ACB test scores. As an example, he would be a good possibility for the 

electronic” aptitude area had he scored hich on the mechanical apti- 
tude and electronics information tests of the ACB. Or, if he had made 
high scores on the general information and automotive information 


tests, he might be assigned within the “armor, artillery and engineers— 
ee 
combat” aptitude area. 


To become an Army officer your son or daughter would have to 
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score above about the 60th percentile on one of several tests in which 
verbal and mathematical aptitudes would play at least a substantial part 
(as well as be recommended for Officers Candidate School by an evalu- 
ation board). These tests are the Officer Candidate Test, the WAC 
Officer Candidate Test, and—for young men in college ROTC units— 
the ROTC Qualifying Examination required for college sophomores 
who want to go on for advanced ROTC training and commissions. The 
Army standard score required to qualify on each of these tests is 115, 
which corresponds to about the 60th percentile level, but a candidate 
whose record indicates that he is an “outstanding leader” can qualify 
with a score between 110 and 114. On most intelligence tests the 60th 
percentile level on national norms is around scores of 110 IQ. How- 
ever, in considering possibly equivalent score levels—like 115 on the 
Officer Candidate Test and 110 IQ—you should remember that even 
apparently similar tests measure things which can differ considerably, 
and that the score scales of tests are based or “normed” on sometimes 
very different “representative” groups of people. 

Many other tests are used throughout the armed services. David 
A. Goslin, a sociologist engaged in a study of testing at which we shall 
look in the next chapter, has judged it “likely” that “tests play a con- 
siderably greater role in military personnel allocation than in other 
Occupational areas.” 


What Justifies Having Your Child Take Ability Tests for Jobs 

f Requiring your son or daughter to take ability tests in applying for 
a job is justified when the company or other agency knows that there 
Is some proven and significant connection between scores on the tests 
It gives and the kind of job for which your son or daughter is trying. 
Businesses find out about connections between ability test scores and 
Job success in one of two ways. The first is by direct experience. For 
example, only secretaries who could type sixty-five words a minute or 
more may have been judged satisfactory in the past by the executives 
in the firm for whom they worked. Similarly, a company may have 
learned by experience that only file clerks who could put material in 
alphabetical order with an accuracy and speed indicated by an upper 
range of scores on a test of this skill had worked out well in its offices. 
Verification of this kind is usually used with tests of proficiency in 
skills bearing very directly on the job. 7 
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The second way in which businesses might find out about connec- 
tions between ability test scores and job success is by conducting rigor- 
ous validity studies. These are essentially the same as the validity studies 
carried out in schools and colleges. To make them companies determine 
the correlations between indexes of successful performance in each kind 
of job under study and scores on tests they may want to use for typical 
groups of people they hire over a period of time—and, ideally, with 
scores on the tests not being used in hiring those people. 

It is harder for companies to make validity studies than it is for 
schools and colleges because of the difficulty of getting a good index 
of successful job performance compared with the regular supply and 
professional quality of teachers’ marks in education (not to mention 
the relatively uniform demands of schooling). Large companies can 
sometimes use rate of advancement in a department as an index in 
validity studies that cover a period of years. Amount and quality of 
work can also be used in some cases. More often, the index of job suc- 
cess (or the “criterion,” as it is called) against which test scores are 
validated will be supervisors’ ratings of people who work for them. 
Ratings like these are usually not as accurate or reliable a criterion as 
ones like average of high school course marks—even though industrial 
psychologists have worked on rating systems for many years. 

Authorities who know a great deal about the complexities of tests 
strongly recommend that companies regularly make such validity 
studies in using ability tests with applicants who could include your son 
or daughter. For example, in their widely respected work on Effective 
Personnel Selection Procedures, C. Harold Stone and William E. Ken- 
dall point out that, “Test packages cannot simply be bought and ap- 
plied and effective selection be the automatic result. Tests must be 
tested for the specific use for which they are to be applied. This can be 


done only through careful research. One must actually conduct an 
experiment.” 


Lee J. Cronbach emphatically observes: 


The crucial step in prediction research is experimental trial of the instru- 
ments. One gives the test to typical applicants and observes the corre- 
spondence of test scores to success. In practical work there is much 
pressure to omit the experimental study; this pressure must be resisted. 
When the psychologist reports to his boss that he believes test X will 
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eliminate poorer employees, the boss is far more anxious to install the 
test and benefit from it at once than to withhold judgment during weeks 
or even years of investigation. Full experimental trial is indispensable. 
No hypothesis can be trusted, because there have been many instances 
in which “likely” tests proved to be of no value in selection. 


Siul W. Gellerman, personnel research director of IBM World 
Trade Corporation, stresses the importance of repeated experiments to 
insure current validity. “There is no such thing as general validity for 
any test,” he says; “its usefulness has to be proven for every job in 
every company for which it is used, and periodically re-proven as 
well.” He adds, “Too many companies have installed tests that had 
proved to be valid elsewhere without troubling to revalidate locally.” 

The report of a large-scale study of clerical testing made several 
years ago indicates why validity studies should fit actual conditions as 
closely as possible. The Psychological Corporation aided the American 
Bankers Association in making the study, in which 126 banks tried out 
selected tests in screening more than 30,000 applicants for clerical jobs. 
The Association’s customer and personnel relations department noted 
in the report, “One cannot state that a particular test is the most valid 
for all situations. Even in a single department in a bank, validity co- 
efficients may change with changing supervision, standards, or func- 
tions.” It urged that, “Every bank with a hundred or more clerical 
workers should endeavor to conduct research studies,” recommending 
such large numbers because experimental samples even as big as thirty 
or forty persons can yield misleading results. However, the report went 
on to say, “Since smaller banks can rarely undertake research investi- 
gations, their use of tests must rest on the assumption that tests of 
demonstrated value in larger banks will also be helpful in smaller ones.” 

In sum, you have no reason to feel hostile toward ability tests in 
employment ‘merely because they would put your son or daughter on 
his mettle—when they do put him on a mettle that has a proven con- 
nection with the job, that is. Tests are scientific instruments only when 
they are used scientifically. When they are not, they are no more scien- 
tific than, say, a chemistry beaker used as a beer stein. But many com- 
Panies do use personnel tests scientifically, with adequate information 
On their current validities and full technical understanding of their 
limitations. Such companies also have a full technical understanding of 
the limitations inherent in all other kinds of evidence of capability for 
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a specific job or future career—education, past experience, references, 
interviews and the like. Your son or daughter should welcome a chance 
to show his competence in taking ability tests for work at such a firm, 
for doing so would be open and businesslike on both his part and the 
company’s. In taking valid tests he might show his ability and get the 
job even though he lacked some formal qualification for it. And if he 
did not show enough ability on the tests, he might be spared starting 
on a job in which he could not succeed in the work. 


Your Child and the Heated Controversy Over Personality “Tests” 
in Employment 


“Anyone who uses a personality inventory for selection, at least 
so far as the present evidence indicates, ought to be taken out and shot.” 

This is what one of the leading test publishers says in private con- 
versation about giving personality inventories to job applicants—which 
are often misleadingly called personality “tests,” as we saw. Neverthe- 
less, your son or daughter might fairly often be required to answer one 
of these inventories in addition to ability tests when applying for a job. 

The publisher's irate views are based on the same serious technical 
shortcomings that personality and interest inventories would have in 
being used with your child in school, as described in Chapter 5. As you 
will recall, the reliability of these inventories—the stability with which 
they measure—is comparatively low; this means that they may be meas- 
uring passing impulses or moods, rather than stable personal qualities. 
Also, the definition of what they measure is open to serious question, 
for they yield numerical scores on personal characteristics which are 
only vaguely identified but given such emotionally loaded names as 
“neurotic tendency,” “passivity,” “dominance” and “depressive.” And 
even subtle uses of special “lie scales” and “forced-choice” response sys- 
tems in them have not been able to eliminate successful cases of deliber- 
ate faking which defeat their whole purpose. 

One large employer who gives many ability tests—the U.S. Civil 


Service Commission—accordingly declares of such personality meas- 
urement: 


The Commission recognizes that significant improvements in the predic- 
tion of job adjustment may result from the development of methods of 
this kind, and, therefore, Supports some research and keeps in touch 
with promising developments in other organizations. However, it rec- 
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ognizes that at the present stage of development, these methods, as a 
group, are of little practical value in public personnel selection since not 
enough is known about those personnel characteristics necessary to suc- 
cess in specific positions, and available methods are difficult to score, to 
interpret, and to control against intentional distortion by applicants. 


Nevertheless, personality inventories have become widely used for 

hiring in business and industry because plausible though unfounded 
validity statistics can be developed for them in limited studies with 
small numbers of people. In addition, many companies have adopted 
them without any validity studies on the advice of psychologists who 
are at best uninformed and at worst corrupt. As a result, it would not 
be very unusual for an applicant to have to work inventories like these 
along with ability tests in applying for jobs. 
i Recent popular attacks on the use of personality inventories make 
1t somewhat less likely that persons looking for jobs would have to take 
them today, though, as compared with past years. Inventories used in 
Corporate hiring were denounced several years ago by William H. 
Whyte in The Organization Man, and at length in Martin L. Gross’ 
book of 1962, The Brain Watchers. Many similarly critical articles in 
general and professional magazines of the last few years have also 
helped move at least a few companies to suspend the devices. These 
attacks have made personality inventories a topic of heated controversy 
today, with the heat being brought to the argument by the attackers, 
but little said publicly in defense. 

The attacks have also denounced the use of “projective tech- 
niques,” like the famous Rorschach inkblot method or the Thematic 
Apperception “test” (and others discussed in Chapter 5), to appraise 
applicants for executive jobs. These techniques, which were developed 
Mainly for use in clinical treatment of the mentally ill, are often very 
carelessly called “personality tests.” Many authorities question their use 
a personnel selection even more strongly than the use of standardized 
Inventories, The difficulty with projective techniques, according to one 
Clinical psychologist, is that four or five clinicians will often come up 
With four or five different interpretations of what they reveal about 
a person. 

As for the personality inventories, the critics contend that a com- 
Pany would be wronging a job applicant in two major ways if it never- 
theless handed him an inventory to fill out. One wrong would stem 


248 / EDUCATIONAL TESTING FOR THE MILLIONS 


from the fact that inventories do not work well for the technical rea- 
sons cited above, and they could inaccurately and therefore unfairly 
bar an applicant from a job for which he was really well fitted. The 
other wrong would result even if the inventories worked well; indeed, 
the better they worked, the greater the wrong. This kind of wrong 
would represent an invasion of the person’s rights—first, his right of 
privacy. A company has no right to pry into things about an individ- 
ual’s inner nature which even he might not be aware of, or to use psy- 
chological deception to get him to reveal inner quirks, tensions and 
weaknesses without knowing what he is doing or how the findings 
might be used against him. 

Second, an applicant’s right to a job on the basis of his ability to 
do the work would be violated by an inventory, the critics also con- 
tend. The idea of this right goes deep in Americans. People can develop 
their abilities through education and effort, and one main driving in- 
centive behind our whole system of great educational opportunity is 
that our people will want to develop their abilities in order to qualify 
for a good position in life. Americans accept the fairness of giving a job 
to the most capable person—“the best man for the job,” as we say of 
candidates running for political office—but they will not accept award- 
ing a job on the basis of such things as sexual adjustment, personal 
beliefs and successfully controlled complexes and phobias into which 
inventories try to probe. References and interviewing are the accepted 
ways by which a possible employer may satisfy his legitimate interest 
in finding out how co-operative, friendly, upright, sane, diligent and 
dependable an applicant may be. These are all qualities which anyone 
can strive to develop, and for which a young man or woman would 
openly provide direct evidence. But he or she is helpless in the face of 
some secret profile of interests or traits supposedly typical of accept- 
able candidates for a job. i 


He would be helpless, that is, if unwarned—and the books by 
Messrs. Whyte and Gross not only sound the alarm, but provide much 


ammunition for counterattack. They each give detailed tips on how to 
fake effectively on these inventories. Martin Gross explains with glee 
how he even coached a friend so effectively that the man won a well- 
paid executive post. In general, they say, the applicant should answer 
so as to appear conservative, sober, sociable, confident, hearty, out- 
going and well-balanced. Self-doubt, artistic or intellectual interests and 
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liberal economic and political views would heavily penalize him in 
being inventoried for an executive post, the writers contend. He might 
get around lie scales by keeping an eye out for fairly obvious traps 
(such as never taking a drink, or always going to church) and trying to 
avoid looking too rigidly consistent as well as impossibly high-minded. 

Astute faking is even justified by some industrial psychologists. 
One, for example, remarks that faking on “many interest and person- 
ality tests that lend themselves rather easily to simulation by the testee” 
can show “whether the individual is sensible enough to portray himself 
in a reasonably acceptable manner, or whether he is so naive as to be 
overly candid, or (in the case of the test faker who gets carried away 
with his deception) clumsy enough to present an unbelievably sterling 
self-appraisal.” j 

Does this. advice about how an astute applicant should fake sicken 
you? If it also sickens an applicant, and if he has the moral stamina and 
financial independence to do so, he could instead tell the personnel 
director that he objects to personality inventories for reasons well 
known in the personnel field, and that he withdraws his application 
unless the inventory is skipped. 

Another course he could take, at least to register an objection if 
he were kept in the dark about why he was being given an inventory 
and how the results would be used, is open to him under the current 
“Ethical Standards of Psychologists” regulations of the American Psy- 
chological Association, the APA. The regulations require psychologists 
to make full explanations as follows: 


The psychologist who asks that an individual reveal personal information 
in the course of interviewing, testing, Or evaluation, or who allows such 
information to be divulged to him, does so only after making certain 
that the responsible person is fully aware of the purposes of the inter- 
View, testing, or evaluation and of the ways in which the information 


may be used. 


__If the applicant were handed an inventory, he would most cer- 
tainly qualify as an individual asked to “reveal personal information” 
in the course of “evaluation.” He is also the “responsible person” in the 
matter if he is in his right mind. This gives him the right to be made 

fully aware of the purposes” of this “evaluation” and of “the ways in 
Which the information may be used.” 
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Now, the APA also requires that firms use personality inventories 
only under the supervision of qualified psychologists, who in almost all 
cases are APA members. If the applicant requested and was not given 
a satisfactory explanation, he should then ask for the name of the psy- 
chologist supervising the firm’s use of the inventory. : 

He would have grounds for complaint of a breach of professional 
ethics whether he was given the name or not. If he was given it, he 
could report the psychologist for the ethical violation. If he was not, 
he could report the publisher of the inventory for an ethical violation— 
one of selling the inventory improperly. He should report either viola- 
tion to the Secretary, Commission on Scientific and Professional Ethics 
and Conduct, American Psychological Association, 1333 16th Street, 
N.W., Washington 6, D.C. His complaint could lead to suspension of 
the psychologist’s APA membership and loss of his professional status. 
It could also discourage the firm from making high-handed use of such 
inventories, or even close off its source of supply for them. 

Using personality inventories in picking people to hire today, then, 
is both morally dubious and scientifically unsound. It is too bad that 
these present highly imperfect beginnings in personality measurement 
have been so abused, for they bear on urgent matters for research and 
they do have legitimate uses. It is, of course, legitimate for fully quali- 
fied counselors and therapists to use them to help individuals, as sources 
of clues subject to further verification in the experience of the persons 
being counseled. 

Ability tests are worlds apart from inventories in their scientific 
grounding and the justice with which they apply to a job-seeker. This 
fact has been thoroughly confused by most of testing’s current loudly 
indignant critics. Despite superficial resemblances, inventories are basi- 
cally different in the way they function and in not having gotten be- 


yond the stage of the research laborator 


y and the private counseling 
office. 


The difference is simple and usually absolute as it applies to a 
person who is trying to get a job. Deliberate effort to succeed on ability 
tests leads most often toward truths. But deliberate effort to succeed 
on inventories leads most often toward lies. 


Chapter & 


Testing in Store 
for Tomorrow’s 
Children 


Testing is a science which enters into many millions of lives today— 
with the widely used measuring instruments we have seen identified 
and described in this book, and for the major purposes we have ex- 
plored. 

But testing today is itself being examined and developed—as well 
as criticized—on a larger and more active scale than ever before. New 
ways of using tests for your children within the next few years are in 
the making. Certain basically different kinds of tests seem in store not 
too many years ahead. This chapter tells of what kinds of testing loom 
ahead for your children in the near and far future, and closes with a 
look at one crucial aspect of testing at its ultimate pitch of development. 


Better Learning Through Testing 


From the start testing has been closely connected with learning. 
Binet’s original aim in measuring general intelligence was to sort out 
children for learning, while the point of most testing today—even for 
jobs—is to try to see how well people can learn, and have learned. The 
extent to which testing has grown in this country directly reflects the 
growing importance -we have had to attach to learning itself. Money 
spent for learning, years spent learning and public interest in learning 
have all reached peaks higher than any- behind, yet still lower than 
those urgently needed ahead. The enormous capacity to learn that 
marks mankind alone, and that has revolutionized existence time and 
again, is at last being recognized as a prime force behind any country’s 
might, prosperity and well-being. Fast-multiplying machines which 
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spring from acute minds do more and more of our drudgery better than 
we ever could without them—even the drudgery of routine thought. 
Organizations of all kinds grow increasingly complex as we capitalize 
more and more on our vastly enlarged material powers to enrich every- 
day life. We need still more and more people who can learn rapidly and 
well with each quickening step that we take in multiplying human 
capabilities and organizing human functions. Use of tests that above all 
test learning powers has naturally grown at a mounting rate. 


It is not surprising, then, that much of the new work in testing 
centers around improved learning. Leaders of the country’s major test- 
ing agencies most often mention work involved with learning when 
asked about imminent developments. Arthur E. Traxler, executive di- 
rector of the Educational Records Bureau, says, “Now, the whole cur- 
riculum is in flux, with mathematics and science taking the lead.” The 
administrative head of the agency through which most of the finest in- 
dependent schools test their students extensively continues, “As we try 
to keep up with this, I think that the tests—like our new mathematics 
tests—are not going to be restrictive, but may go so far ahead that the 
schools won't be ready for them at first.” He adds, “Test-builders are 
leading the curricular reforms, and hence probably overestimate the 
extent of actual curricular change in the schools.” 

Willis W. Clark, the psychologist who is a founder and chairman 
of the board of California Test Bureau, observes in his Monterey 
office that, among other new works, his company is introducing a 
series of “self-instructional materials” in basic school subjects and 
skills. He explains why by saying, “We have always had in mind 
that when the teacher sees a child in trouble, she should give him 
something to help him learn what he needs to know at that point.” 


Roger T. Lennon, head of the test department of Harcourt, Brace 
& World, says across the country in New York, “I believe the largest 
developments will come in better appraisals of learning outcomes, and 
in diagnostic appraisals of learning.” 

Lyle M. Spencer, president of Science Research Associates in 
Chicago, agrees. “I hope that the day is less than ten years away when 
no learning system will be put out that does not have an evalution 
system to go along with it,” he says. The “learning systems” to which 
he refers contain material to accomplish the same ends as your child’s 
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regular textbooks, but provided in new content and forms—on printed 
pads, folders, booklets, filmstrips and cards—which are organized in 
classroom sets to give clearer focus on what the pupil should learn, and 
greater flexibility and effectiveness in use. SRA provides such systems 
with tests that children often take individually to gauge their own 
progress. The tests are not usually standardized, but they have mul- 
tiple-choice questions which children can score themselves, SRA’s 
Greater Cleveland program in “modern mathematics” for the elemen- 
tary grades includes an evaluation system of special tests on each unit 
which are given by the teacher to the whole class. These “evaluation 
tests” in learning materials, Mr. Spencer says, “will largely supplant 
the final exam and the monthly exam prepared by individual teachers, 
rather than regular standardized achievement tests.” . 
Educational Testing Service in New Jersey has begun supplying 
special short tests for teachers to use in similarly evaluating what 
students have learned in class, but without text materials to go along. 
Its first series of this kind contains eight “Topical Tests in American 
History” for high schools. Teachers give these to their students to sup- 
plement tests the teachers would make up themselves. Issued by the Co- 
operative Test Division of ETS, the topical tests offer such advantages 
as even coverage of the topic, ease of marking compared with written 
essays and interest-provoking novelty to stimulate thought and dis- 
cussion. Topics covered in the American history series range from 
“Exploration, Colonization and Independence” through “The Second 
World War and Beyond.” Topical test series in other subjects are 
projected by ETS. These tests are not standardized; the norm or 
standard on the American history tests is “a perfect score for all of 
the items you [as the teacher] consider relevant to your teaching 
objectives.” é j : 
The Psychological Corporation in New York is also developing 
tests of what a person has learned which will not be standardized in 
the usual way on representative groups of people, but instead will 
measure on simple quantitative scales. These tests, which should find 
use in business and industry as well as in education, would determine 
such things as how many numerical operations a person can perform 
in a standard length of time, or how many words the person evidences 
haying in his or her vocabulary. How findings like these compare 
with people in general would not be reported; rather, the findings 
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would be compared with requirements for a particular job in which, 
say, a vocabulary of 8,000 or more words had been found to be 
necessary, or with similarly set goals of an educational or training 
program. i 

Recent critics have charged that at least some aspects of testing 
interfere with learning, however. Multiplication of testing programs 
offered to high schools by “external” agencies through the 1950s led 
to an indignant report called Testing, Testing, Testing in 1962. It 
was sponsored by three very influential organizations: the National 
Association of Secondary School Principals, the American Association 
of School Administrators and the Council of Chief State School Offi- 
cers. Its basic complaint was that too many programs for college 
entrance and scholarships were being run. The report argued that 
these programs put pressure on the students, had to be given during 
school hours in some cases and duplicated one another. It granted the 
importance of testing within bounds, for this was the report that stated, 
“To teach without testing is unthinkable,” as we saw in the opening 
chapter. But it demanded that excesses be curbed. 

Actually, whether or not to take part in an external testing 
program is up to the individual school principal or superintendent. 
The report probably did stiffen heads of schools to forego some outside 
testing, though the numbers of students taking tests in the largest 
programs—such as National Merit, the College Board and ACT— 
continued to rise at about the same rate as in prior years. The basic 
difficulty in the situation appears to be that testing which served the 
needs of learning on one level of education—the college level—had 
pressed too hard on the needs of learning in a neighboring level, high 
school. Moreover, the pressure of admissions and scholarship programs 
grew very fast through the 1950s. Many steps have been taken to ease 
the difficulties, though vigilance on the part of school officers continues. 
Such vigilance should help protect your child from indiscriminate test- 
ing in the future. 

Reiterating its stand last year, the National Association of Second- 
ary School Principals singled out these four of the report’s eighteen 
recommendations as “particularly helpful” guides to schools and school 
systems “in examining the impact of external testing on students”: 


5. That school officials, administrators, and teachers refrain from using 
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the scores made by their students on a single national test as the measure 
of the quality of their educational program. 

9. That school teachers, administrators, and other professional personnel 
become more knowledgeable in the field of measurement and evaluation; 
that they learn what tests can do and what tests cannot do. 

11. That all individuals or organizations having access to test scores refrain 
from publicly using them to compare students, schools, or states; and 
that the use of test scores for publicity purposes by test makers, test 
publishers, school administrators, or others be regarded as unprofessional 
practice. 

12. That all external tests be given outside of regular class time. School 

administrators should have freedom to schedule external tests at a time 

convenient for the students and faculty involved. Further, local school 


systems should refuse to participate in nationally sponsored tests unless 
those tests can be demonstrated to have value commensurate with the 


effort, money, time, and emotional strain involved. 

Critics within testing have long deplored another aspect of dif- 
ferent test series which bear on your child’s learning. As we have seen 
a number of times, widely used test series have been standardized with 
different nationally representative samples of young people. In con- 
sequence, an IQ score of 115 or a standing at the 85th percentile on 
two series of tests does not represent the same general level of ability on 
both series; most persons who score at the 85th percentile on the 
first series, for example, might score at the 95th percentile or the 
75th percentile on the second. Your child could thus not be told by 
a teacher or counselor that his standing on the second test series was 
higher probably because his ability had actually increased between 
the first and second series he had taken. ; 

Test publishers are taking steps to clear up this confusion at the 
urging primarily of Roger T. Lennon of Harcourt, Brace & World. 
Dr. Lennon is seeking agreement on a joint “anchor test” project spon- 
sored by the major publishers. In it, a special general mental abilities 
test would be made to yield scores for verbal ability, numerical ability 
and the total or composite of the two. Five levels of the thirty-minute 
test would be written to cover the grades from first through the college 
sophomore year (with levels on grades 1-3, 4-6, 7-9, 10-12 and 13-14). 
The test would then be given to a sample of young people carefully 
picked to be representative nationally. Other test series would next 
be “anchored” to the first, essentially by using some of the questions 
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from the anchor test in standardizing each other series. It would then 
be justified to say that equal standings on “anchored” test series did 
represent performances by groups of people of about equal levels of 
ability insofar as the standardizing of the tests were concerned. 

However, you should also realize that equal standings on different 
“anchored” series by your child would not mean that his performance 
on one series corresponded exactly to his performance on another 
series. Different tests—even different IQ tests—measure sometimes very 
different abilities. But different standings on two different anchored 
series by your child would mean that the differences were due to the 
differences in what the tests measured and how your child had actually 
performed on the tests, rather than to accidental differences in ways 
of setting standards on the tests. Anchoring would help most with 
tests of general mental abilities or intelligence, according to Dr. Len- 
non; for a number of technical reasons, it would not result in as 
closely comparable scores between achievement test series. 


Other technical reforms of a less extensive order are being made 
in many sectors of the testing field. These steps are small and widely 
scattered, but they are many and their combined effect on the use 
of tests with your child is large. They are leading to a steady improve- 
ment in the quality of the tests as measuring instruments used with 
your child and in the interpretation of your child’s test scores. On 
the one hand, some test publishers in the past have tended to abuse 
the unusually demanding professional responsibility they bear in three 
ways: by not revising older series of theirs which continued in demand 
in order to keep them fully up to date; by not providing all the re- 
search data and interpretive material about their series that leading 
authorities believe to be important; and by making claims in advertising 
and manuals about what their tests can show that went beyond the 
support of research evidence. On the other hand, teachers -vand ad- 
ministrators who used tests extensively in schools and colleges have 
often been seriously uninformed about how tests work and what 
test scores mean. In recent years, however, the number of school 
officers who understand the meaning and use of tests very well has 
increased greatly for a variety of reasons. At the same time, errant 
publishers have increasingly stepped up their research and toned down 
their claims. Not all abuses by either publishers or educators have 
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ended, but the trend toward better-grounded tests more intelligently 
used with your child is very strong and continues to grow. All along, 
of course, a substantial amount of testing has been both technically 
rigorous and educationally enlightened. 

Your children stand, to benefit handsomely in coming years from 
the many new experiments being made in education today—experi- 
ments with new curricula or things to learn, with teaching machines, 
educational TV or other new ways to learn, or with “team” teaching, 
“ungraded” systems (ones without the conventional year-long grade 
levels) or other new ways of organizing teachers and learners. If your 
boy or girl is taking part in one of the many experiments, the child 
may have mentioned taking “a lot of tests” to see how the experiment 
seems to work. 

Tests provide one important way of seeing whether a new method 
of educating produces better results than the old. They are not the 
only way, and even remarkable improvement in learning indicated 
by tests may not be conclusive—often largely because of the so-called 
“Hawthorne effect,” which leads people involved in any new way 
of working to do better through the stimulation of novelty, enthusiasm 
and attention to a greater extent than through any actual changes 
tried under the experiment. This effect can be offset, however. There 
is no question that tests have been a powerful aid to educators in 
developing better education for your children, because they can help 
prove that one way actually does produce results considered better 


or more desirable. ; i 
As an example, The Psychological Corporation conducted the 


claborate testing and attitude polling used to evaluate one of the major 
new high school curriculum series in a recent year. These were the 
books and methods of the “blue,” “green” and “yellow” programs of 
the Biological Sciences Curriculum Study. One of Psych Corp's many 
findings was that above-average students in the ninth grade did just 
as well in the new programs as typical students in the tenth grade. 
The finding could help your child by making it possible for him to 
take the new course a year earlier than he might otherwise be al- 


lowed to. 
Better Use of All Information About Your Children With Computers 


Electronic computers and other data-processing machines are 
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widely used to score tests and make analyses of test data. Conspicuous 
use of computers in testing has led some critics to denounce the field 
as inhuman, as one in which fascination with technical apparatus has 
led to the neglect of human concerns. However, test results are useful 
to the extent that they are in human affairs largely because of their 
relative impersonality; they tend to protect your children against 
errors of human judgment that might be made through unconscious 
bias, limited knowledge and chance personal impression. Moreover, as 
Paul L. Trump, president of the ACT program has observed, the use 
of computers to analyze test results and other data frees human judg- 
ment to concentrate on the supremely human questions involved in a 
decision—and frees judgment from coping intuitively with complex 
data which can be more validly summarized by machines. 

Computers make it possible to carry protection for your children 
against snap judgments one step further than it would otherwise reach 
—and will do so increasingly in the future. People often tend to reach 
decisions about other people on the basis of just one thing. It is hard 
to keep all relevant factors about someone else in mind, in correct 
balance and proportion. Discovering what factors are relevant, and 
to what extent alone and in combination, is also a very difficult problem. 
Some mathematical ways of balancing factors in simple cases have 
been developed—for example, as in using the three factors (two test 
scores and rank in high school graduating class) which we saw com- 
bined in the “expectancy table” for Tulane University. Applying such 
math to data for students is very laborious, and computers are used 
increasingly to do it. 

Perhaps the most extensive use of computers for this purpose in 
education today is made in the predictions of college freshman averages 
produced for individual students at individual colleges in the American 
College Testing Program. Eight factors are combined in cach of 
these predicted averages, as we saw—the four subject-area scores on 
the ACT test, and the most recent high school course marks in the 
four corresponding areas. In the system “optimum” weightings which 
yield the most accurate predictions for recent entering students at the 
college are used in making the combinations. 

E. F. Lindquist, a man of astoundingly varied works of genius 
in testing, sees such combinations of factors as a way of “reading 
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between the lines” of the usual student record. Dr. Lindquist is the 
originator of the two very influential Iowa series of tests, as We saw. 
He also developed the country’s first high-speed machines in 1952 for 
scoring test answer sheets, ones which score at rates up to 6,000 
sheets per hour. And he developed the ACT test and the program’s 
Research Service in which colleges receive masses of advanced re- 
search data about their own institutions and students as well as the 
predicted freshman-year averages of their applicants. These predictions 
or “grade expectancies,” made for each college using the ACT Research 
Service, indicate the chances in 100 for each applicant to earn average 
grades of less than C and B or more in his freshman-year studies at that 
college. 

Dr. Lindquist foresees increasing use of computers in testing your 
children, but to make the information that is now available about 
them “more useful and functional” rather than to generate new kinds 
of information. “For example,” he observes, “there is a great deal of 
information on the high school transcript, but it hasn’t been used, 
especially the information ‘between the lines.’ We have used single 
items of information, but we have not put together combined indices, 
with weights.” Dr. Lindquist’s indices of predicted college averages 
in the ACT program are produced on a very large computer, an IBM 
1401-7090 installation at the State University of Iowa in Iowa City, 
where the main offices of the ACT program are located. 

Henry Chauncey, president of Educational Testing Service, sees 
the schools making more use of data processed and analyzed by com- 
puters. “With computers, schools in the future may be presenting 
much more information, better organized and more regularly reported, 
than they are now,” Dr. Chauncey declares. ETS now conducts a 
“Cooperative Plan for Guidance and Admission” in which electronic 
equipment is used to prepare the school’s cumulative record cards and 
transcripts of high school students. In the plan, the school enters the 
basic information for a student by blackening spaces on computer 
“input” sheets sent to ETS. Schools receive printed reports which 
ool information on the student plus many 
special computed indices—several kinds of rank in class and adjusted 
rank in class; ayerages of marks by year, by subject area (such as 
language arts) and by general field (such as courses calling mainly on 


carry all the regular sch 
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verbal skills); and various combinations of test scores and course marks. 
Space is left on the sheet for personal appraisals and recommendations 
of the students by school officials, and copies can be used as transcripts 
for college and job applications. The plan was developed in Georgia, 
and seven additional pilot projects were run, with the help of a Ford 
Foundation grant, in Arizona, Florida, Indiana, Michigan, Minnesota, 
Vermont and the Catholic Diocese of Pittsburgh. Some 200 schools in 
twenty states now use the plan. m 

In addition, all school systems of the country’s largest cities have 
computer equipment of their own which they use for such purposes 
as bookkeeping, budget control, making up payrolls, scheduling 
classes and analyzing enrollments. Many school systems of smaller 
cities and larger suburban districts, as well as most large universities, 
also use computers for these purposes. This widespread computer 
capacity in education is increasingly applied to local recording and 
analysis of the performance of young people on tests and in regular 
classroom work, in addition to central services provided by agencies 
like ACT and ETS. 

More and more, then, schools are using computers to assemble and 
organize all information about your children for ready access and, 
hopefully, fuller understanding at times of important decision. Deci- 
sions which are sounder, because better informed, should result. 
Another result seen by some testing experts is better information 
teachers about what their students have learned and could learn, 
which in turn could often make teaching far more effective than it is 
today. This is what Roger T. Lennon has in mind when he sees larger 
developments ahead in using tests “in better appraisals of learning 


outcomes, and in diagnostic appraisals of learning.” He adds, “I be- 
lieve that the use of computers will ] 


tests, with teachers having much mo 
than they do now.” 


for 


ead to far more extensive use of 
re information about their pupils 


More Profound Understanding Through Research 


What kinds of new tests ma 
twenty-five years from now—pe 
test series identified in this book a 
The answer is not at all clear, 


y be among America’s “giant series” 
ers at that time of the twenty-five 
s the most widely used present ones? 
Few if any experts hazard guesses today 
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on the question. However, current research in psychology strongly 
suggests that at least some basically different kinds of tests will have 
come into wide prominence by then. Only a very few of the most 
interesting lines of research, picked out at random, can be sketched 
here. 

One large body of research is looking into the possibility of 
greatly increased learning ability. Some of it has exploded established 
ideas of what young people appear capable of learning at various 
ages. At Yale University, O. K. Moore recently succeeded in teach- 
ing three-year-olds who were even average and below average in 
ability to read and write with a method using a specially outfitted 
electric typewriter. In part, the many changes in course content of 
today—the many new curricula—often move material from a higher 
grade to a lower one. In the “new mathematics” being widely intro- 
duced, for example, some topics have been plucked from the advanced 
high school level or even the college math major level and placed in 
modified form into the first three grades—“inequalities” and “set 
theory” in algebra, among them. The prophet of this movement is 
Jerome S. Bruner, the Harvard psychologist mentioned earlier. In 
phrasing his most exciting thesis, he has said that “considerable evi- 
dence is being amassed” to support “the hypothesis that any subject 
can be taught effectively in some intellectually honest form to any 
child at any stage of development.” 

This can be done, he explains in his book on The Process of 
Education, by making the basic ideas and structure of a subject clear 
to the child in ways he can understand. “The task of teaching a subject 
to a child at any particular age,” Dr. Bruner explains, “is one of rep- 
resenting the structure of that subject in terms of the child’s way of 
viewing things.” It is his “considered judgment that any idea can be 
represented honestly and usefully in the thought forms of children of 
school age, and that these first representations can later be made more 
powerful and precise by virtue of this early learning.” 

Studies since the Second World War, Dr. Bruner believes, have 
caused some psychologists to revise their ideas about whether skills 
learned in one discipline or subject “transfer” to another. It is the 
sense of “structure” developed in one subject, he suggests, that not 
only helps children to learn other subjects, but enables them to learn 
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some essentials of any subject at any early school age. As you recall, 
Edward L. Thorndike largely exploded the old idea of using hard 
subjects taught with great emphasis on drill work to cultivate general 
“mental discipline” in children. But the new notion of how “transfer” 
may work is quite different. Dr. Bruner declares, “Virtually all of the 
evidence of the last two decades on the nature of learning and transfer 
has indicated that, while the original theory of formal discipline was 
poorly stated in terms of the training of faculties, it is indeed a fact 
that massive general transfer can be achieved by appropriate learning, 
even to the degree that learning properly under optimum conditions 
leads one to ‘learn how to learn.” Among psychologists, he adds, 
“These studies have stimulated a renewed interest in complex learning 
of a kind that one finds in schools, learning designed to produce 
general understanding of the structure of a subject matter.” 


How children develop has been studied by many psychologists in 
recent years, and the inquiries of a Swiss psychologist, the late Jean 
Piaget, have won the excited interest and respect of many others. 
Dr. Bruner accepts the view of three major stages in the child’s in- 
tellectual development framed by Piaget and his school in sketching 
how the structure of any subject can be introduced at any school age. 
In the child’s first stage, the “pre-operational” one which extends up 
to the age of five or six, the child learns to represent things in the 
world by symbols—words, pictures and toys. At this stage he lacks 
mainly the “concept of reversibility.” The child cannot understand, 


for instance, that a clay ball can be flattened into a plate, then back 
again into a ball. 


Next comes “the stage of concrete operations,” which lasts to some 
age between ten and fourteen, In it he can carry out trial-and-crror 
operations in his head, and does not have to do them physically. “The 
child tips a balance scale too far with a weight and ‘then searches 
systematically for a lighter weight or for something with which to 
get the scale rebalanced,” Dr. Bruner notes. Symbolic structures de- 
velop in the child’s mind to represent things in the world—in the case 
of the balance scale, he says, “the structure is a serial order of weights 
that the child has in his mind.” These internal structures are the key 
to learning in this stage. “It is into the language of these internal 
structures that one must translate ideas if the child is to grasp them,” 
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Dr. Bruner says. At this stage, the child “is capable of grasping in- 
tuitively and concretely a great many of the basic ideas of mathematics 
the sciences, the humanities, and the social sciences.” However. the 
child finds it difficult to deal with “possibilities not directly before him 
or not already experienced.” In the third stage, however, entered some 
time between the ages of ten to fourteen, a child's “intellectual opera- 
tions now appear to be predicated upon the same kinds of logical 
operations that are the stock in trade of the logician, the scientist or 
the abstract thinker.” j 
Development in the early: years can be speeded or hindered by the 
extent to which children under six are introduced to such ideas as 
“time sequence” and “conditional causation” in their daily lives, the 
psychologist observed in a recent address. Such ordinary dialogues as 
I want cake,” “After you cat your eggs,” “I ate cake” are very im- 
portant for early intellectual development. To raise your child's IQ, 
bout the age of five and show him 
, and the other short and fat, with 
ard, 


he suggested, take your child at a 
two water glasses—one tall and thin 
water in the tall one. Then screen the glasses from him with a c 
all into the short glass, pull the screen away and ask 
ater than before. At first he is 
But when he under- 
egun to pass earlier 
by starting to 


pour the water 
your child if there is more or less w: 
likely to say, “Less,” because the level is lower. 
stands that the amount is the same, he will have b 
than usual into the stage of “concrete operations” 
develop the “concept of reversibility.” 

Dr. Bruner is much interested in using tests to improve learning, 
but he would like to see what would happen in an experiment if, 
rather than being tested under “neutral conditions,” children were 
tested under “optimum conditions, with a real ‘take-home’ test, a 
Snaximum-hint’ test,” to test the “outer limits” of the child’s capacity. 
“T would like to see a full year given to teaching and 
all through the day, to see how well our 
hen they are operat- 


Also, he says, 
testing, teaching and testing, 
educational system is using the child’s capacities w 
ing fully.” 


As you can see, theories like these raise certain fundamental 


questions about all kinds of ability testing today, as well as about our 
entire system of schooling. Were these theories further confirmed, 
tests of intelligence or general mental ability should be altered to 
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examine development explicitly within each of the three main stages 
of the child’s mental development, and to examine for evidence of 
transition between the stages. Similarly, achievement tests ought to 
focus more closely than they now do on the basic structure of a 
subject, and achievement test standings might be measured according 
to development within each of the three stages rather than along a 
base line of age or school grade level as at present. 

Another revolutionary line of investigation has long been pur- 
sued by J. P. Guilford, head of the Aptitudes Research Laboratory 
at the University of Southern California. Dr. Guilford’s work is one 
of the main supports behind the present widespread but as yet incon- 
clusive efforts to test for creativity or creative thinking ability. As 
you will recall, “factor analysis” is an elaborate mathematical method 
for identifying the extent to which different parts of a test measure 
parts or factors in an ability independently. Dr. Guilford has carried 
factor analysis of general mental abilities tests to extreme lengths, de- 
vising many new types of ability tests and identifying dozens of new 
factors in mental ability through them. In addition, he has developed 
a theoretical model which provides for a total of 120 “differentiated 
abilities,” all of which he believes could be effectively identified by 
tests, though not all of which would have practical significance. 
Some 50 of his 120 ability factors have been matched with tests, ac- 
cording to Lee J. Cronbach. One type of mental operation indicating 
creativity in Dr. Guilford’s work is “divergent thinking,” as opposed 
to what he also named “convergent thinking.” Convergent thinking 
is what is often required on ability tests today—finding a unique right 
answer from given information. By contrast, in a problem in divergent 
thinking you would be asked to find as many good solutions as pos- 
sible, such as lines to rhyme with another or titles for a story. After 
recent factor analyses of his own, another eminent psychologist, 
Robert L. Thorndike, concluded that the analyses “suggest that there 
is some reality to a broad domain, distinct from the conventional in- 
telligence test, to which the designation ‘divergent thinking’ or ‘crea- 
tive thinking’ might legitimately be applied.” 


Creativity tests have not been used to any great extent for two 
main reasons. First, it is hard to develop criteria against which to 
validate their results; people recognize creative individuals fairly well, 
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but they find it hard to identify degrees of creativity to the extent 
that they can identify degrees of, say, scholastic performance. In one 
interesting study The Psychological Corporation is trying to develop 
criteria of creativity by having persons who serve as raters indicate 
just such relative degrees of creativity. An attempt is being made in 
the inquiry to- have the raters base their assessments on elements in 
the typical behavior of cach creative person, such as whether he pre- 
fers to work alone or with someone else, or whether his ideas come 
suddenly or after long study. Creativity in three main areas is being 
examined—in the liberal and fine arts, in which literary productivity, 
for example, is taken as one sign of creativity; in business, in which 
money-making serves as a sign; and in science, in which discoveries 
would be a sign. George K. Bennett, The Psychological Corporation 
president, says that, in the study, “We're trying to find out about the 
nature of creativity.” 

Perhaps an even more decisive restraint to wider development and 
use of tests of creativity is that the quality is honored more in the 
breach than in the observance today. Creative young people usually 
disrupt the smooth routine of schooling, and antagonize some teachers 
for not doing what is expected. In one rare instance of recognition a 
small number of special National Merit Scholarships are awarded to 
finalists judged unusually creative. These scholarships are awarded for 
past performance rather than test results, however. As John M. Stal- 
naker, National Merit president, explains: “What we have done is to 
find youngsters who have gotten recognition for work outside the 
school—won third prize in an art show, or been runner-up in the 
state oratorical contest, or had a short story published in the local 
paper, or built an amateur radio station. We assume such students are 
creative.’ Problems would airse if Merit had to judge degrees of 
creativity, as between an art show prize on one student’s part and 
short story publication on another’s. “We haven't gotten to evaluations 
like these,” Dr. Stalnaker notes, “but we will have to.” 

r children might be given mental 
f Dr. Guilford’s factors than the 
s—if practical criteria to corre- 


In coming years, then, you 
ability tests representing more © 
relatively few included in present test 
spond to more factors can be developed. 


Many promising research studies suggesting other new kinds of 
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psychological measuring instruments are being made. In one, Donald 
E. Super of Teachers College, Columbia University, may be getting 
close to discoveries which would lead directly to new instruments 
for your children to take for help in vocational guidance in not too 
many more years. “If this notion of ‘vocational maturity’ we're in- 
vestigating works out,” Dr. Super declares, “we may soon be able 
to develop ways of measuring it.” A child’s ‘vocational maturity’ in 
Dr. Super’s theories represents the extent to which he has developed 
toward readiness for his life work. One key to such maturity, Dr. 
Super suggests, is the individual's “self-concept,” the way in which he 
sees himself. An idea into which he and his associates are looking, he 
says, is that, “if a person has developed a clear self-concept, it’s casy 
to make an occupational choice.” 


Such fundamentally new approaches in measurement for voca- 
tional guidance seem especially important to Roger T. Lennon of Har- 
court, Brace & World. “The fact that perhaps as many as a fourth or 
more of the young people now in high school will at some time work 
in occupations which do not even exist today dictates quite different 
kinds of appraisal for vocational guidance than our present ones,” he 
observes. “It is significant as well that many young people will go 
into not one but several different occupations in the course of their 
working years. We have to seek other dimensions of a person’s make-up 
for effective guidance into this kind of rapidly changing occupational 
future.” Generally, Dr. Lennon sees “increasingly great need for 
better knowledge of human potentials” because of many major “social 
forces” of our time, among them “the problem of the culturally de- 
prived, the knowledge explosion, the population explosion and grow- 
ing urbanization, as well as fast-changing occupational patterns.” 


One of the major current attempts to find more effective ways of 
locating talented young people among the culturally deprived on a 
large scale is being made in the new National Achievement Scholarships 
effort of the National Merit Scholarship Corporation. With a recent 
seven-million-dollar grant from the Ford Foundation, Merit will award 
200 such Achievement Scholarships a year to outstanding Negro high 
school students starting in the spring ‘of 1965. It plans to devise new 


means of selection for them, which could lead to original types or uses 
of tests for the culturally deprived. 
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In still another measurement area, personality, a wide variety of 
complex studies are under way. S. A. Kendrick, the College Board 
staff member in charge of its research program, sees an increasingly 
urgent need for some systematic means of personality assessment by 
selective colleges. Virtually every college, he says, will first explain 
its academic criteria in discussing its admissions policy, then go on to 
state that it “of course ‘takes the individual into account. ” But this 
“indirectly gets into serious questions of reliability and relevance,” he 
points out. If personality measuring methods were to be added in the 
College Board program, Mr. Kendrick indicates, you and your children 
would be fully informed about what they are, how they are used and 
what they signify. “Im for having people report all scores on all 
tests that are good enough for them to give in the first place,” he 
declares, “and especially for making those giving the tests responsible 
for interpreting the results.” 

Current research, then, suggests many different kinds of tests or 
other measuring instruments, and has also developed a large number 
for which widely practical uses have not been found. But the re- 
search most likely to bring new kinds of tests into your children’s 
lives is research which first brings more profound understanding of 
your children, and which can help them realize greater individual 
fulfillment. 

Two last, large research studies now in progress may lead, not so 
much to new kinds of tests, as to better ways of using tests with your 
children, The first is Project Talent, which in the spring of 1960 gave 
a battery of seventeen special aptitude tests and three special inven- 
tories to 440,000 boys and girls in grades 9 through 12 across the 
country, Much other information was obtained about their schooling 
from their superintendents, principals, teachers and counselors. Sup- 
ported by U.S. Office of Education grants, Project Talent is designed 
as a national census of “the aptitudes and abilities of high school 
students” concurrent with the population census of 1960. It is run by 
John C. Flanagan and the American Institute for Research, which he 
ersity of Pittsburgh. A test author and authority 
himself, Dr. Flanagan led Air Force testing for personnel assignment 
in World War IL. Project Talent will follow up its nationally repre- 
people for a number of years, seeking to 


heads at the Univ 


sentative sample of young 
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analyze many facets of their background, schooling and career choice 
in relation to how well the children realize their potential for them- 
selves and the nation. Its findings should contribute to improved 
education, guidance and test use with your children. 

The other large research effort portending better ways of using 
tests with your children is a study of “the social consequences of 
ability testing” being made by the Russell Sage Foundation with grants 
of more than $400,000. Under the direction of Orville G. Brim, Jr., 
the study is examining in great breadth and detail the effects of 
testing for ability on individuals and families, schools and colleges, 
and employees and businesses. A volume by David A. Goslin reporting 
on the use of ability tests in America and the issues their use raises 
has already been published by the Foundation under the title, The 
Search for Ability; Standardized Testing in Social Perspective. Two 
three-year studies are now being made, one a national survey of opin- 
ions concerning ability tests and individual differences in intelligence, 
the other an inquiry into the effects of testing programs in elementary 


schools on the attitudes and beliefs concerning individual differences 
held by children, parents and teachers, 


No conclusions have been reached, but some of the serious con- 
cerns on which the study’s final recommendations will bear have been 
described by Dr. Goslin: 

As tests are improved technically 
indices of an individual’s abilities,” 
to the individual “have potentially 


esteem, level of aspiration, and frustration level than at present”? 
Noting that “the childrearing practices of the family” have been 
of considerable importance in developing “high motivation,” he asks, 


“Does information that one’s child is of only average ability change 


socialization practices by the parents away from those that would 


normally produce high achievement motivation on the part of the 
child?” 


“and are accepted as valid 
will the reporting of test scores 
greater consequences for his self- 


From the standpoint of the society as a whole, will the “cumulative 
effect of testing” result in “a raising or lowering of the level of pro- 
ductivity, depending on whether more people feel that the increasing 
use of test scores tends to reduce their chances of advancement and 
therefore causes a decrease in their motivation to strive for success”? 
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Will Tests Eventually Imperil Human Freedom? 


Continued research seems certain to make fests increasingly de- 
pendable as measuring instruments, as well as certain to produce 
instruments that measure many more characteristics and qualities than 
can now validly be appraised. As these instruments improve and 
multiply, is there a danger that they might ultimately become so 
valid and comprehensive that they would leave little or no room for 
free choice of direction in life? 

There are two reasons and a canon of faith to indicate that this 
shall never come to pass. The first reason is grounded in the logic of 
testing. By its very nature testing is a statistical process. Any test, 
however long, involves only a statistical sample of all the kinds of 
behavior being appraised. Criteria against which to validate test scores 
must also be developed statistically. As statistical instruments, therefore, 
tests can never give more than probable indications, however high 
the degree of probability may become. For your child, or for any 
other individual, test results can never be certain; it can never be 
certain that any particular earned score is the person’s theoretically 
true score, or that any earned score signifies some inevitable later 
consequence. There is just as much chance that test results for an 
individual human being will eventually become certainties as there 
is for the life expectancy tables of an insurance actuary to become 
certain for a specified human being—and for much the same reasons: 
the complexity of human life and the probably endless variables acting 
within it. 

Tests can infringe freedom only when the person making deci- 
sions on the basis of test scores—including oneself—forgets that tests 


uments. The future danger is that, as 


are necessarily uncertain instr 
probabilities increase, they will be mistakenly taken as certainties. 
into test scores than speci- 


But then or now, to read any more validity 
monstrous mistakes 


fic findings justify is to commit one of the most 
ism, or using scientific techniques in an 


of the modern age: scienti 
ignorance and arrogance that corrupts them into rank superstition. 


Our freedom has been violated in any number of ways without 
standardized tests, through many centuries, by taking the warrant of 
human worth as tribe, church, hereditary privilege, wealth, vicious- 
ness in fighting or trading, race, accent, dress, manner—the list 
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stretches on and on. Heavy pressures are now being brought to bear 
on psychological research to develop tests that will literally demon- 
strate human worth, and demonstrate it conclusively. Colleges feel 
enormous need to be just in their admissions decisions, and press 
psychologists to give them instruments to determine who the most 
worthy of their applicants are, positively and without doubt. Corpora- 
tions feel an acute competitive need to hire the most worthy future 
executives, and press industrial psychologists to identify such persons 
with certainty. 

The hopes of colleges and corporations, their quests for certainty, 
however, are vain. Tests work for certain limited human characteristics, 
and work fairly well for assembling groups of people with those 
characteristics, especially when used with other ways of judging 
people. Tests will be able to do this to an increasingly better degree, 
we may be sure. But we may also be sure that they will never, ever, 
do it to perfection. Some people will always erupt as stunning in- 
dividual surprises. The lesson for us is always to keep the doors of 
Opportunity Open to the utmost we can manage so that talent has a 
chance to develop even where we may least expect it. . 

The second reason why tests will never stifle freedom takes medi- 
cal science as an historical parallel. We have largely forgotten today 
how medicine was bitterly fought for generations because it inter- 
fered with the “freedom” people enjoyed in the natural course of 
events. Today physicians advise us on scientific findings or probabili- 
ties about ourselves which can concern questions of life and death— 
matters far more momentous for us than almost any on which psy- 
chological tests would bear. Yet any fair-minded person would say 
that medical knowledge about ourselves has enlarged rather than re- 
duced our freedom. Perhaps even more important, knowledge of our 


physical functioning has enabled us to attain levels of radiant health 
far beyond the wildest dreams of a few 


of our psychological functioning likew 
we can use deliberately to improve it. 


gencrations ago. Knowledge 
ise gives us the only power 


The final canon of faith is—like freedom itself—essentially political. 
It is a faith that free peoples have shared from the carly beginnings of 
popular freedom. This canon holds simply that ignorance enslaves, 
while knowledge liberates. Knowledge about ourselves to which tests 
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can add may be useful to other people. Whether or not others should 
have it is a separate question, and a crucial one, which must be given 
far more attention than it has in the past. But knowledge about our- 
selves which testing does réveal is vital for each of us to have if we 
are to operate as self-knowing and, therefore, free agents. We should 
know the truth about ourselves, insofar as we can. And that truth 


can help make us free. 


Appendix 


Getting & Recording 
Your Child’s 1 Q 
and Other Test Scores 


Having read this book, you are now fairly well-equipped to 
understand the test scores that your child will very probably earn 
throughout his education—to understand both what they mean and 
what they do not mean. Accordingly, you are urged to find out what 
test scores he earns, and to understand what light these may shed on 
his schooling and his future with the help of his teachers and coun- 
selors. You are also urged to record his scores, with important com- 
ments about them, on the record pages at the end of this appendix. 

Some of the scores which he earns, particularly in high school, 
will almost surely be given to him and to you, with explanatory folders, 
through his school. These would include scores on the major college 
admissions and college scholarship tests considered earlier: the National 
Merit Scholarship Qualifying Test, the ACT test, and the College 
Board tests (among them, the PSAT, the SAT and the Achievement 
Tests). Scores and an explanation of them may also be given to you 
for a few other tests he takes earlier in his schooling; for example, all 
parents in Iowa are regularly given reports of their children’s per- 
formance on the Iowa Tests of Basic Skills. If you accumulate such 
folders, you may find it convenient to keep them inside the back cover 
of this book. 

For scores on the many other ability tests your child will probably 
take, you are urged to ask for reports and explanations of them from 
his school. Many schools will tell you about your child’s scores on 
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achievement, IQ and other ability tests at your request. In New York 
State and New Jersey, for example, all schools will do so, and many 
schools in most states explain achievement test results at the parent's 
request. You can see what the practice is on reporting scores to in- 
terested parents among schools in your state in the following section. 
It seems most important for you to know and understand your 
child’s test scores because these can figure in important decisions bear- 
ing on his education and career—on a whole future course of his life. 
Test scores convey important ( though, as we have seen, by no means 
conclusive) findings about your child. Knowing what these findings 
are should enable you to be more helpful in furthering your child’s 
growth and education in co-operation with his schools. Still other 
reasons are that some tentative idea about your child's future college 
prospects may be given by his early test scores. Assignment to the right 
grade or ability group in a new school district to which you are very 
likely to move, at one or more points in his schooling, might also be 
made easier if you have a careful and complete record of your child’s 
test scores. 
Test scores are not as important as tl 
through which your child’s teachers an 
Numbers of states with policies and practices 
for telling parents about the ability test scores 
of their children as indicated below 


he report cards and discussions 
d counselors regularly advise 


How many school 


districts in the 
state report scores For achieve- For IQ and other tests — 
at parents’ requests ment tests of general mental abilities 
Number PA pA 
All 6 10% 5 8% 
Many 30 60% 13 26% 
Some 10 20% 14 28% 
Few 3 5% 12 24% 
Few to none - = 3 5% 
None — = 2 4% 
No answer 2 5% 2 5% 
Total 51 100% 51 100% 


include the District of Columbia as well as the 50 states. For 


Notes: Figures a 
-state report and explanation. 


full details, see the state-by 
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you about his progress. But they do come next in importance. And in 
special ways, they can help you develop a realistic understanding of his 
abilities and how they bear on his whole life. 
Can You Learn about Your Child’s IQ 

and Other Ability Test Scores from His School? 


So that you might obtain and record your child's ability test scores 
from his school—if the schools in your state release scores to parents— 
a special survey was made for this book. The survey explored the poli- 
cies and prevailing practices regarding reports of test results to parents 
in each state. The Commissioner or Superintendent of Education in 
each state, directly or through a specialist on his staff, gencrously pro- 
vided the answers below. Their replies are also summarized in the 
accompanying table. 


Key to the State Replies 


The reply for cach state answers the question, first for achievement 
tests and then for IQ or other general mental ability rests: “May a child’s 
test scores be reported to his parents at their request, by appropriate 
school personnel?” 


In most of the states, each school district sets its own policy on this 
question. Accordingly, in the replies below, this is the case in any one 
state unless noted to the contrary. If each school district in the state 
does set its own policy, the state was asked to estimate how many of its 
school districts—“Many,” “Some,” “Few,” or “None”—actually release 
scores to parents on request. How many school districts do tell parents 
about scores for achievement tests is indicated in the state reply after 
the abbreviation “Ach.” How many school districts tell parents scores 
for IQ or other general mental ability tests is indicated after the abbre- 
viation “IQ.” Any comments made in the state reply follow, noted 
“(for Ach.)” for achievement tests or “(for IQ)” for IQ or other gen- 
cral mental ability tests as appropriate. 

As an example of these devices for reporting replies, consider the 
first state reply given below, the one for Alabama. First, since nothing 
is stated to the contrary, each school district in Alabama sets its own 
policy regarding score reporting to parents. Next, the word “Many” 
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after the abbreviation “Ach.” means that many school districts .in Ala- 
bama do tell parents about their children’s scores for achievement tests, 
on request. ‘Then, the word “Many” after the abbreviation “IQ” means 
that many school districts in Alabama also tell parents, on request, their 
children’s scores for IQ or other general mental ability tests. Last, the 
parenthetic note, “(for both Ach. and 1Q),” after the word “Com- 
ments,” means that the Alabama official replying made the following 
comments regarding scores for both achievement and IQ or other gen- 
eral mental ability tests: “Scores are usually released or discussed with 


parents in gencral rather than specific terms.” 


The State Replies: Do the School Districts in Your State 

Tell Parents about Scores? 

Alabama. Ach.: “Many.” IQ: “Many.” Comments (for both Ach. 
and IQ): “Scores are usually released or discussed with parents in gen- 
eral rather than specific terms.” 

Alaska. Ach.: “Some.” IQ: “Few or none.” Comments (for IQ): 
“I know of no school where GMA [general mental ability] test scores 
or IQ scores are released to parents; but parents are informed by school 
personnel as to expectations of what an individual should achieve based 


on his ability.” 


Arizona. Ach.: “Few.” IQ: “Few.” 
Arkansas. (Reply not received.) 
California. Ach.: “Many.” IQ: “Many.” Comments (for both Ach. 


and IQ): “Many elementary schools use parent conferences as part of 
their pupil progress reporting. Junior high and high school counselors 
generally welcome parent conferences.” (In addition, for IQ): There 
is general reluctance to give parents actual IQs. Mental age, percentiles 
or other converted scores, and descriptive terms, are preferred. Al- 
though the cerm, IQ, is a household word, the concept is not generally 
s is apt to be limited to, ‘Oh, that’s good, 


understood. A parent's reaction 1 , tha 
or, ‘Oh, that’s bad,’ and the numbers persist like the combination of the 


safe that contains the family jewel 
Colorado. State policy favors, 

about test scores at their request; € 

Ach.: “Many.” IQ: “Many.” 


3 
s. 

but does not require, telling parents 
ach school district sets its own policy. 
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Connecticut. Ach.: “Many.” IQ: “Few.” Comments (for Ach.): 
“Emphasis would be placed on interpretation and significance of pupil 
performance rather than on specific scores.” (For IQ): “Few schools 
would wish to give a specific IQ score, preferring to use other types of 
derived scores and to take into account the S.E. meas. (standard error 
of measurement). Many schools are eager to discuss performance on 
such tests. We believe parents are entitled to and need information on 
their children’s test performance, but try to give it in a way that will 
lead to a minimum of misunderstanding.” 


Delaware. (Reply not received.) 

District of Columbia. “Yes,” Ach. and IQ [are reported by schools 
upon the parents’ requests]. Comments (for Ach.): “Not in terms of 
raw or converted scores but in terms of percentile, grade equivalent or 
stanine standing.” (For IQ): “Only in terms of deciles or stanines, or 


percentile bands or descriptive IQ classification.” (For Ach. and IQ): 
“Interpretation carried through by principal, counselor, or member of 
Pupil Personnel Staff.” 

Florida. Ach.: “Many.” 1Q: “Many.” Comments (for Ach.): “We 
recommend that qualified people give and interpret test results. In the 
two state-wide tests the scores are sent to all.” 

Georgia. Ach.: “Many.” IQ: “Some.” 

Hawaii. “Yes,” Ach. and IQ [are reported by schools upon the par- 
ents’ requests]. Comments (for IQ): “We report categories of ‘high, 
‘average,’ ‘low,’ ‘extremely high,’ etc., and percentile ranges. The spe- 
cific IQ score is not given in general.” 

Idaho. Ach.: “Many.” IQ: “Some.” 

Illinois. Ach.: “Many.” IQ: “Many.” Comments (for Ach. and IQ): 
“If explained by qualified personnel.” 

Indiana. Ach.: “Many.” IQ: “Many.” Comments (for Ach.): “This 
information is usually given in counselor-parent interviews. In some 
cases it is mailed to parents.” (For IQ): “Usually given in counselor- 
parent conferences. In a few cases percentile scores on so-called scho- 
lastic aptitude tests are sent home. I know of no school that sends an 
IQ score.” . . 

lowa. Ach.: “100%,” by state-wide administrative regulation. IQ: 
“Many.” Comments (for IQ): “Generally, the person who interprets 
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mental ability scores is the guidance counselor or the school psycholo- 


gist.” 
Kansas. Ach.: “Many” secondary schools, “some? elementary 
schools. IQ: “Many” secondary schools, “some” elementary schools. 


Comments (for Ach. and IQ): “Our [state education] department en- 
ake scores available, but suggests that 


courages school authorities to ma 
proper orientation of parents be [conducted] prior to releasing scores 


to them.” 
Kentucky. Ach.: The state education department permits reporting 


scores to parents, but each “district may decide against this policy.” 
IQ: No, as a matter of state policy. 
Lovisiana. Ach.: “Some.” IQ: 


and IQ): “Will depend on parents’ a 


ophy of school. Generally, it is a prevalent practice.” 
Maine. Ach.: “Many.” IQ: “Few.” Comments (for Ach.): “Usually 


explained in detail by counselor or principal in terms of causal factors, 
weaknesses of sampling.” (For IQ): “Always explained in terms of per- 
centiles, weaknesses of such scores, possible causal factors.” 

Maryland. Ach, and 1Q: “Yes,” by state-wide administrative regu- 
lation. 

Massachusetts. Ach.: “Many.” IQ: “Many.” 


Michigan. Ach.: “Many.” 1Q: “Few.” 
Minnesota. Ach.: “Some.” IQ: “Some.” From Guide for Formula- 


tion of Local School Board Policy: “The ‘Standardized Test Record’ 
. . . should be released only with interpretation by appropriate pro- 
fessional personnel. . - - [It] may be released by the Superintendent, 
Principal or Guidance Counselor . . . upon the request of parent or 


guardian.” 


“Some.” Comments (for both Ach. 
bility to understand, and philos- 


» JQ: “Few.” Comments (for Ach. and 
2 


15, Legislative Session 1953, Section 2, 
n ‘to the general public.’ od 


Mississippi. Ach.: “Many. 
IQ): “Mississippi H-B. No. 
prohibits release of such informatio 


Missouri. Ach.: “Some.” IQ: “Some.” 
Montana. Ach.: “Many.” IQ: “Some.” Comments (for Ach.): “I 


feel most schools emphasize the following, regarding parents: 1) that 
the person interpreting test scores is competent; 2) generally speaking, 
I doubt if students are compared against their own group [of class- 
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mates|.” (For IQ): “When IQ scores are reported, I feel most coun- 
selors interpret the score in the following manner: 95—your score is 
similar to scores made by persons who find school work rather difficult, 
but with application many graduate from high school.” 

Nebraska. Ach.: “Few.” IQ: “Few.” 

Nevada. Ach.: “Yes [school districts are permitted to release scores 
to parents]. IQ: “Some.” 

New Hampshire. Ach.: “Some.” IQ: “Some.” 

New Jersey. Ach. and IQ: “Yes,” by state-wide administrative regu- 
lation. Comments (for Ach. and IQ): “Items of information contained 
in the records of a given pupil shall be made available, upon request, for 
inspection by a parent [or] guardian.” 

New Mexico. Ach. and IQ: Each school district sets its own policy. 
Comments (for Ach. and IQ): “I feel such scores should be released, 
but only in a conference situation with parents.” 

New York. Ach. and IQ: “Yes,” by state-wide administrative regu- 
lation and court decision. From the Commissioner's decision, upheld by 
the courts: “The parent, as a matter of law, is entitled to such informa- 
tion.” 

North Carolina, Ach.: “Many.” IQ: “Few.” Comments (for Ach.): 
“Generally the case.” (For IQ): “Many release this information, but in 
general terms, not as IQ scores.” 

North Dakota. Ach.: “Many.” IQ: “Few.” Comments (for Ach.): 
“We try to encourage this as much as possible.” (For IQ): “We dis- 
courage the release of a specific IQ score to students and parents.” 

Ohio. Ach.: “Many.” IQ: “Many.” Comments (for Ach.): “Ac- 
cording to a 1962 survey of 336 school systems in Ohio, test interpre- 
tation to parents is done by 53.6% ona regular, planned basis, 41.7% 
on an incidental basis, and 4.7% not at all.” (For IQ): “Usually by 
descriptive terms rather than 1Q.” : 

Oklahoma. Ach.: “Many.” IQ: “Many. 
1Q): “Depends on school policy.” i 

Oregon. Ach.: “Many.” IQ: “Few.” Comments (for Ach.): “We 
know of no school district that would not reveal achievement test 
results of individual pupils to parents.” (For IQ): “Very few release 
scores. Many indicate in terms of ‘about av : 
verbally.” 


* Comments (for Ach. and 


erage,’ ‘above average,’ etc., 
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Pennsylvania. Ach.: “Many.” 1Q: “Many.” Comments (for Ach. 
and IQ): “It should be understood that in many cases these test results 
are given in the form of ratings or ranges rather than as specific scores.” 

Rhode Island. Ach.: “Many.” 1Q: “Many.” 

South Carolina. Ach.: “Many.” 1Q: “Some.” Comments (for Ach.): 
“We recommend that counselors and others use broad terms and not 
» (For IQ): “Schools adopt their own policies; most 


specific scores 
age,’ ‘above average’ and ‘superior 


schools use ‘below average, ‘aver: 

when discussing ability test results. 
South Dakota. Ach.: “Many.” IQ: “Few to none.” 

“Few.” IQ: “Released [only ] under special con- 


Tennessee. Ach.: 
ditions.” 

Texas. Ach.: “Many.” 1Q: “Many.” 

Utah. Ach.: “Many.” 1Q: “Few.” 

Vermont. Ach.: “Many.” IQ: “Some.” Comments (for Ach.): 


“Usually through the school counselor or administrative personnel.” 
(For IQ): “Usually the child’s performance is discussed in descriptive 
terms with parents. Some schools use percentiles and/or stanines for 
this purpose; rarely is IQ itself given to parents.” 

Virginia. Ach.: “Many.” IQ: “Few.” Comments (for Ach.): “(We 
suggest| the release of achievement test scores to parents and pupils 
are carefully interpreted.” (For IQ): “We do] 
f such scores to parents and pupils. If such 


advises much caution and careful in- 
as ‘high,’ ‘low,’ or ‘medium’ 


provided the scores 
not encourage the release 0 
information is released, our staff 
terpretation and the use of such terms 


instead of actual scores.” 
Washington. Ach.: “Many.” IQ: “Some.” Comments (for Ach. and 


IQ): “Districts are perhaps a bit more wary of releasing 1Q scores than 
they are of releasing achievement scores. In general, 1 would say that 
if the aptitude scores are available to be reported in percentiles or 
stanines, there is more re an when IQ scores are 


used.” 
West Virginia. Ach.: “Many.” IQ: Each school district sets its own 


policy. Comments (for Ach.): «With an interpretation of their mean- 
ing.” (For IQ): «Usually, actual IQs are not reported. Rather, they are 


t ER g a ase iira P 
described to be within a range, ‘high’ to low. 


porting to parents th 
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Wisconsin. Ach.: “Some.” IQ: “Some.” 
Wyoming. Ach.: “Many.” IQ: Each school district sets its own 
policy. Comments (for 1Q): “Ability scores are generally interpreted 


in terms of percentiles, and in conjunction w ith achievement test 
results.” 
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Achievement tests, 5, 6-7, 30-31 
accomplishments of, 100-102, 103-104, 
118, 125 
controversy of, 99-100, 111-116 
flexibility of, 105 
history of, 102, 103, 104-105 
influence of, 100 
IQ and, 121-122 
learning and, 118-123, 124 
listed, 54-55 
“new math” and, 116-117 
“new science” and, 116-117 
reliability of, 123-124 
scoring of, 108-111, 118 
special, 105-106 
teachers judged by, 124-125 
Admission Test for Graduate Study in 
Business, 237-238 
Advanced Placement, 230 
advantages of, 228 
economical, 228 
educational, 229 
description of, 228-229 
Advanced Placement Program, 228-229 
Allen, James E., Jr., 229-230 
Allport-Vernon Lindzay Study of 
Values, 148, 152 
American Association of School Psy- 
chologists, 163 
American College Testing Program 
(ACT), 43-44, 48-51, 52, 106, 
165-166, 172, 174-175, 177, 180, 
189, 204, 218-219, 224 
American Council of Education, 39, 
104-105 
American Psychological 
(APA), 69, 150, 249 
American Textbook Publishers Insti- 
tute, 3 
Anatasi, Anne, 72 
Annual Report (Chauncey), 209 
Armed Forces Qualification 
(AFQT), 242 
Army Classification Battery (ACB), 
239, 242 


Association 


Test 
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Army General Classification Test 
(AGCT), 84, 96 
Association of College Admissions 


Counselors, 217 
Atlas (MMPI), 154 


Bauernfeind, Robert H., 110-111 
Bennett, George K., 141, 147, 177, 265 
Bennett Hand Tool Dexterity Test, 
240-241 
Berdie, Ralph, 156 
Bernreuter Personality Inventory, 153- 
154 
Binet, Alfred, 63-66, 251 
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teachers and, 65 
Blacky Pictures, 148, 157-158 
Bloom, Benjamin, 209 
Bowles, Frank, 169-170, 184 
Brigham, Carl Campbell, 70-71, 77, 80, 
223 
Brim, Orville G., Jr., 268 
Brown University (Rhode Island, 189- 
192 
Bruner, Jerome, 114, 261-263 
Building A School Testing Program 
(Bauernfeind), 110-111 
Buros, Oscar Krisen, 8-9 


California Achievement Test Batteries 
(“California Achievement”), 17, 
34, 54 
California Test Bureau, 15, 34 
California Test of Mental Maturity 
(“California Mental Maturity”), 
15-17, 53 
California Test of Personality, 148, 152 
Chauncey, Henry M., 209, 236-237, 259 
Clark, Kenneth B., 233 
Clark, Willis W., 252 
College admission, 230-231 
addresses for, 216-217 
applying for, 188-189 
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College admission, bright students and, 
169-170 
competition for, 168-169, 188 
decisions regarding, 208-209 
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highly competitive colleges and, 196, 
233 
listed, 197-198 
scores and, 198-200 
mediocre students and, 169-171 
“non-competitive” colleges and, 233- 
234 
personality and, 225-228 
policies of, 195-196 
probability of, 194-195, 196, 207-208 
qualifications for, 192 
“selective” colleges and, 200 
listed, 201-204 
scores and, 204 
statistics of, 205-206 
uncertainty of, 192-194 
College admission tests, 7, 43-44 
class rank and, 180 
controversies of, 171-172 
effects of, 167, 172, 173 
expectancy tables and, 174, 180 
examples of, 175, 178 
index of, 179 
probabilities and, 176-177 
reading of, 178-179 
value of, 182-183 
importance of, 166, 231 
interviews as, 181-182 
limitations of, 173, 231-232 
55 


ys” and, 215-216 
“prestige” colleges and, 167-168, 189- 
192 
scholarships and, 167 (see also Schol- 
arships) 
scores and, 165, 166, 184-185, 187-188, 
206-207, 233 
ills of, 173-174, 183-184, 185-187 
meaning of, 173-174, 184, 189, 214- 
215 
taking of, 166 
“tutoring” and, 212-214 
types of, 165-166 
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College Board Score Reports; A Guide 
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College Entrance Examination Board 
~ (CEEB), 28, 43-44, 47, 48, 71, 95, 
96, 180, 186 
commencement of, 173 
“College Boards” of, 165-166 
Scholastic Aptitude Test of, 172 
College Proficiency Examination Pro- 
“gram, 228, 230 
Coleman, Henry S, 200 
Comprehensive Colizge ‘Tests Program, 
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Cooperative Test Servi 

Cronbach, Lee J., 72, 82-83, 137. 2744 
245, 264 


Darwin, Charles, 73, 74 
Dickerson, Albert I., 192-193 ee 
Differential Aptitude Tests (“DAT”), 
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cases of, 141-143 
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scoring of, 143-145, 211 
Dyer, Henry S., 117, 130, 193 


s, H. Wilson, 170 
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Educational Testing Service (ETS), 4+, 
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expectancy charts of, 210-211 
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“SCAT” of, 26, 28 
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